



The Professional Lives and Careers of Physical Education 
Teachers in Irish Post-Primary Schools 
 
Cassandra Iannucci  
B.Phys.Ed., B.Ed. 
 
A thesis submitted to the University of Limerick in fulfilment of the requirement for the 
degree of Doctor of Philosophy 
 
University of Limerick 
 
Supervisors: Prof Ann MacPhail and Dr K. Andrew R. Richards 
 








Title: The Professional Lives and Careers of Physical Education Teachers in Irish Post-
Primary Schools 
Author: Cassandra Iannucci 
 
Little is known about the professional lives and careers of physical education teachers in 
Irish post-primary schools. Therefore, the aim of this research is to explore and 
understand the nuanced professional lives and careers of physical education teachers in 
Irish post-primary schools. This research includes two distinct phases which follow a 
sequential exploratory mixed methods research design strategy whereby the results of 
each enquiry informs the next. 
The first phase uses qualitative methods of data collection and data analysis to gain a 
holistic understanding of physical education teachers’ career trajectories. Results indicate 
that teachers’ career trajectories are influenced by a prevalent relationship experienced 
by teachers between their role as a teacher of physical education and a teacher of another 
school subject(s). To explore this further, the subsequent study aims to understand the 
realities and tensions of teachers enacting dual-role positions of teaching physical 
education and another school subject(s) concurrently. Results suggest that when enacting 
a dual-role position of this nature, the relationship between roles may result in teachers 
experiencing role conflict.  
 Following the results from phase one, phase two uses quantitative methods of data 
collection and analysis to develop and validate the Teaching Multiple School Subject(s) 
Role Conflict Scale, an original instrument to measure interrole conflict between the roles 
of teaching physical education and another school subject(s) concurrently.  
This research contributes new knowledge on the professional lives and careers of Irish 
post-primary physical education teachers by identifying a reality physical education 
teachers can expect as a potential challenge throughout their careers. Further, the 
development and validation of an original tool to measure teachers’ experience of this 
identified phenomenon provides an original contribution to the literature.   
 





Combined, the three papers included in this thesis contribute to research on the lives and 
careers of physical education teachers in two predominant ways. First, phase one 
(chapters 2 and 3) identifies and provides empirical evidence of teaching multiple school 
subject(s) role conflict as a challenge physical education teachers in Irish post-primary 
schools can expect to encounter as a reality throughout their careers. Alone this original 
contribution furthers our knowledge on the middle years of a teachers’ career which 
informs our understanding on factors increasing workplace stress that affect physical 
education teachers’ career longevity. It also challenges our understanding on what it 
means to ‘successfully negotiate’ rather than ‘manage’ expected challenges throughout a 
teachers’ career (e.g. experiences of role conflict as a result of enacting a dual role 
position).  
Second, this thesis contributes an original measurement tool that can be used in future 
research exploring teachers’ experiences of teaching multiple school subject(s) role 
conflict. Future research in the area can use the scale in their research design as it is or 
adapt it to suit a particular teaching context. For example, the countries identified in 
chapter 4 that, like Ireland, have teachers who are qualified to teach multiple school 
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 A Condensed Literature Review on Understanding Teachers’ Careers 
This chapter provides an overview of literature in the form of a condensed review on 
understanding teachers’ careers and career trajectories. The purpose of the review is 
to assist the reader in positioning the three sequential papers included in this thesis as 
chapters two, three, and four, in the wider context of the literature. This will assist the 
reader to better understand the nuanced professional lives and careers of physical 
education teachers. 
Teaching is often characterised as a complex and multifaceted profession (Richards 
Templin, & Gaudreault, 2013) that is argued to be plagued by teacher shortages and 
high attrition rates (Ingersoll, 2003; Smith and Ingersoll, 2004). As a result, research 
across multiple countries and contexts has sought to understand why physical 
education teachers leave the profession early and/or why they stay (e.g. Mäkelä & 
Whipp, 2015; Mäkelä, Hirvensalo, & Whipp, 2015; Whipp & Salin, 2018). While 
results vary between countries and contexts, there is general consensus on a number 
of factors which influence physical education teachers’ careers and career intentions. 
However, it has been noted that there continues to be a need to explore the careers’ of 
physical education teachers, with particular attention to the middle years, to help 
teachers anticipate and negotiate expected challenges throughout their careers (Lynn 
& Woods, 2010), thus impacting their career trajectories.  
1.1.1 Career Intentions 
In order to frame the careers and career trajectories of physical education teachers I 
begin by overviewing teachers’ career intentions (see Figure 1.2). Physical education 
teachers’ careers and career intentions can range from teachers choosing to stay in the 
profession to choosing to leave. When teachers’ career intentions and decisions sit 
closer towards the ‘leave’ end of the spectrum, they are commonly referred to as an 
element of teacher turnover (Boe, 2008). Turnover includes three components: (1) 
attrition, when teachers leave the teaching profession for a profession outside of 
teaching; (2) area transfer, when teachers stay teaching but change the subject areas 
they teach; and (3) migration, when teachers stay teaching the same subject area but 
change schools/locations (Boe, 2008). Teachers who leave the profession due to 
teacher attrition can be called leavers whereas teachers who transfer to another subject, 
move into administration, or migrate are referred to as movers (Ingersoll, 2001). 
Henninger (2007) has further differentiated teachers who chose to stay teaching 
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physical education as either lifers or troupers. Lifers are physical education teachers 
who continue to be enthusiastic and committed to teaching. Workplace challenges do 
not discourage lifers from continuing to make an effort to improve ‘the system’ or 
from believing they are making a difference. Troupers, on the other hand, have stayed 
teaching physical education but no longer feel enthusiastic or committed to teaching. 
According to Henninger (2007), their fulfilment comes from outside of their role as a 
teacher of physical education, for example, through coaching sports teams or activities 
unrelated to work. While sometimes enthusiastic, they usually compromise their 
practice to survive.  
Figure 1.1. Visual of physical education teachers’ career intentions with respect to 
retention.  
 
1.1.2 Workplace stress 
Teaching is considered a stressful occupation (Day, Sammons, & Stobart, 2007; Gu & 
Day, 2007) that is increasing in complexity (Richards, Levesque-Bristol, Templin, & 
Graber, 2016). Therefore, it is not surprising that workplace stress is a common 
occurrence in the lives and careers of teachers (Day & Gu, 2010). Excessive 
workloads, student behaviour challenges, and the lack of administrative and parental 
support contribute to teachers’ feelings of workplace stress (Montgomery & Rupp, 
2005; Conley & You, 2009) and can encourage early career attrition (Lindqvist, 
Nordänger & Carlsson, 2014). The political landscape and teacher accountability 
related to high stakes examinations is also a source of work related stress for teachers 
(Montgomery & Rupp, 2005).  
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A type of workplace stress grounded in role theory (Linton, 1936) and experienced by 
physical education teachers are role stressors. The three predominant role stressors 
studied in education literature are role ambiguity, role conflict, and role overload. Role 
ambiguity occurs when the expectations of a role are incomplete or too vague resulting 
in difficulty understanding and fulfilling the role expectations (Hindin, 2007). Role 
conflict occurs when the expectations for role performance are drastically different 
between the individual in the role and key stakeholders or between multiple roles 
(Conley & You, 2009), when a combination of roles expect incompatible behaviours 
(Turner, 2001), and when the strains and time commitments of one or a combination 
of roles makes it difficult to fulfil the expectations of one or more roles (Greenhaus & 
Beutell, 1985). Role overload occurs when the expectations of a role require more 
resources (e.g. time or energy) than the individual has available (Hindin, 2007; 
Richards & Hemphill, 2017).  
Experiences of role stress have a negative effect on teachers’ work (Richards, 
Templin, Levesque-Bristol, & Blankenship, 2014) and have been linked to turnover 
and teacher attrition (Conley & Woosley, 2000). The relationship between role 
stressors and teachers’ intentions to leave the profession are mediated through job 
satisfaction and commitment (Conley & You, 2009). Teachers who experience higher 
levels of role overload reported lower levels of job satisfaction and commitment 
(Richards et al., 2014c) and are thus more likely to prematurely exit the profession 
(Smith & Ingersoll, 2004). Further, it has been found that there is a strong correlation 
between teachers’ experiences of role stress and burnout (Richards et al., 2014c; 
Richards et al., 2016). Teachers who feel unclear about what is expected of them in 
their role (i.e., role ambiguity; Ventura, Salanova, & Llorens, 2015), experience high 
levels of role conflict (Richards, Hemphill, & Templin, 2018), or experience greater 
levels of role overload (Chan, 2003) are more likely to report feelings of burnout.  
1.1.3 Teacher burnout 
It is well documented that one of the leading causes of teacher attrition is teacher 
burnout (Smith & Ingersoll, 2004); a multidimensional psychological syndrome 
(Maslach & Leiter, 2008) including emotional exhaustion, depersonalization, and a 
reduced sense of personal accomplishment whereby prolonged stress leads to 
withdrawal from teaching. Burnout can cause teachers to feel detached from their 
work, negatively disposed towards colleagues and others, and depleted of emotional 
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energy (Maslach, Schaufeli, & Leiter, 2001). Burnout has also been linked to teachers 
feeling dissatisfied with their job (Otero-Lopez, Bolano, Marino & Pol, 2010) and 
lacking a sense of commitment to the school (Nagar, 2012). Teachers who experience 
burnout yet stay in the profession are likely to have reduced motivation, commitment, 
and be less effective teachers (Oliver & Venter, 2003; Santoro, 2018; Zhang & Sapp, 
2008). As such, burnout is a layer of understanding teachers’ careers that umbrellas 
risk factors leading to teacher turnover as well as teachers staying in the profession as 
troupers rather than lifers.  
1.1.4 Determinants of physical education teachers’ career intentions 
Research particularly focusing on understanding why teachers leave the profession 
indicates that there are a variety of reasons teachers choose to prematurely depart their 
job (Ingersoll, 2003), which include personal reasons (e.g. pregnancy and health 
problems) and contextual complexities (e.g. teacher dissatisfaction) (Ingersoll, 2003). 
On the other hand, teachers’ job satisfaction has been linked to nurturing commitment 
to teaching and career longevity (Judge Thoresen, Bono, & Patton, 2001; Mäkelä & 
Whipp, 2015). Among the factors that encouraged feelings of job satisfaction include 
access to adequate facilities and equipment, receiving recognition and reward, and a 
manageable workload (Mäkelä et al., 2015).   
Borrowing the terminology used by Beltman, Mansfield, and Price (2011) in their 
research on teacher resilience, factors affecting teachers’ career trajectories can be 
considered as risk factors or protective factors. Risk factors may present as 
challenging situations or conditions that physical education teachers experience or 
negotiate throughout their careers on an isolated or ongoing basis. These factors may 
contribute to feelings of job dissatisfaction, stress, discontent, or turnover. On the other 
hand, protective factors have been identified as characteristics and conditions that 
support physical education teachers’ job satisfaction and thus, their retention in the 
profession.  
1.1.4.1 Risk Factors 
Research on physical education teachers particularly focusing on burnout and attrition 
has identified a number of potential challenges, or risk factors, for teachers’ career 
intentions. Physical education teachers have also expressed frustration with the lack 
of promotional opportunities available to them (Mäkelä & Whipp, 2015). As a result, 
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they may feel stuck in an unfulfilling profession (Armour & Jones, 1998) and under-
challenged intellectually (Macdonald, Hutchins, & Madden, 1994; Smith & Leng, 
2003), which eventually leads to job dissatisfaction (Whipp, Tan, & Teo, 2007).  It 
has also been reported that student misbehaviour is a significant contributor to 
teachers’ job dissatisfaction (Hancock & Scherff, 2010) and is connected to teachers’ 
intention to leave the profession (Borman & Dowling, 2008; Ingersoll, 2001; 
Macdonald et al., 1994). There are also concerns that teaching physical education is 
both physically (Sanmark, Wiktorin, Hogstedt, Klenell-Hatschek & Vingård, 1999) 
and emotionally demanding (Mäkelä, Hirvensalo & Whipp, 2014), which supports the 
idea that physical education teachers have a use-by-date (Whipp et al., 2007). 
 Among the potential risk factors identified in the physical education literature, the 
more prominent factors influencing physical education teachers’ decisions to leave the 
profession include workload, subject marginalisation, and isolation. Each will be 
unpacked in turn.  
1.1.4.1.1 Allocation of workload 
Research consistently reports that one of the most prevalent risk factors for physical 
education teachers leaving the profession is concern about workload (Macdonald et 
al, 1994; Mäkelä et al., 2015; Mäkelä & Whipp, 2015; Shoval, Erlich, & Feigin, 2010; 
Templin, 1989; Whipp et al., 2007). In addition to contact time with students, teachers 
are responsible for planning and excessive administrative paper work (Napper-Owen 
& Phillips, 1995; Shoval et al., 2010). A phenomenon particularly studied in the USA 
sees some physical education teachers assume additional extracurricular 
responsibilities, for example, coaching sports teams, that may lead to longer working 
days (Mäkelä & Whipp, 2015) and feelings of work related stress (Richards & 
Templin, 2012; Templin, 1989). Physical education teachers feel as through their 
workload is heavy (Khaleel, 1999; Mohammed, 2000) and potentially unmanageable 
(Macdonald et al., 1994; Shoval et al., 2010; Whipp et al., 2007).  Further they feel as 
though they are not allocated enough time to complete the work that is expected 
(Mäkelä & Whipp, 2015) nor does the salary reflect the heavy workload expected of 
them (Al-Mohannadi & Capel, 2007; Mäkelä et al., 2015).  
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1.1.4.1.2 Subject marginalisation 
The perceived insensitivity regarding allocation of workload within a school is seen 
to be a result of the lack of respect (Whipp et al., 2007), which has been associated 
with marginalised subjects (Mäkelä & Whipp, 2015). Physical education is often 
considered a marginalised subject (Hanninger, 2007; Shoval et al., 2010; Smyth, 1995; 
Schempp, Sparkes & Templin, 1993; Whipp et al., 2007) compared to more 
cognitively challenging subjects such as the sciences and mathematics (Lux & 
McCullick, 2011). Within a particular school context, school subjects that are seen to 
align with what is believed to be the primary purpose of schooling are more likely to 
receive greater levels of prestige, allocation of resources, and priority in 
timetabling/scheduling than subjects that are not. For example, school contexts that 
believe academic (cognitive) learning to be the primary purpose of schools will likely 
see physical education (and other subjects that are not considered to be academic, for 
example the arts) as irrelevant (Richards, 2015). A lack of allocated resources, 
including the lack of adequate facilities and equipment, is a common concern (Evans 
& Williams, 1989; Kougioumtzis, Patriksson, & Strahlman, 2011; Smyth, 1995) and 
a significant risk factor to teacher retention (Blankenship & Coleman, 2009; Mäkelä 
et al., 2014; Whipp et al., 2007).   
1.1.4.1.3 Physical and professional isolation 
Isolation has also been identified as being problematic for physical education teachers 
(Curtner-Smith, 2001; Stroot & Ko, 2006; Stroot, Faucette, & Schwager, 1993; Woods 
& Lynn, 2001). Physical isolation stems from the unique space in which physical 
education classes are taught. More often than not, classes are held in a remote location 
compared to the main school building infrastructure (Richards & Templin, 2011; 
Williams & Williamson, 1998). Because of the remote location of physical education 
classes, physical education teachers often end up spending a significant amount of 
time away from colleagues. This may limit opportunities for professional interactions 
(Mäkelä et al., 2014) and to discuss ideas and visions (Lynn & Woods, 2010) leading 
to feelings of intellectual isolation (Curtner-Smith, 2001; Stroot & Ko, 2006). Further, 
physical education teachers feel as though they are speaking a language nobody 
understands (Kougioumtzis et al., 2011; Lynn & Woods 2010; Mordal-Moen & Green, 
2012; Shoval et al., 2010) which limits their opportunities to compare practices and 
experiences of physical education (O’Sullivan, 2006).  
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1.1.4.2 Protective Factors 
While research on understanding the factors that influence teachers’ decisions to leave 
the profession is valuable and important, it does not provide the complete picture. 
Research on the careers of teachers who stay in the profession can complement 
research on why teachers leave by providing a more holistic understanding of teachers’ 
work life experiences. However, research on why teachers stay is far less frequent 
(Whipp & Salin, 2018). It is believed that understanding why teachers stay teaching 
physical education may provide an ‘antidote’ to teacher retention problems 
(Henninger, 2007 p.126). Only relatively recently (Richards et al., 2016) has research 
begun to explore what helps teachers survive and thrive in school settings (Beltman et 
al., 2011). Research on the careers of physical education teachers who stay in the 
profession has identified protective factors including contextual conditions, 
relationships/support and reward/recognition, and personal factors such as levels of 
resiliency.  
1.1.4.2.1 Teacher satisfaction 
Whipp and Salin (2018) suggest that the absence of factors contributing to teachers’ 
early exit from the profession is necessary, but not sufficient, to retain teachers. 
Further, teachers’ general satisfaction is a strong predictor of teachers’ intentions to 
continue teaching physical education. Therefore they suggest that supporting teachers’ 
psychological needs satisfaction is vital for teachers to flourish and find fulfilment in 
their careers. Interestingly, the factors that were identified as enhancing teacher 
satisfaction and intentions to continue teaching physical education align with 
previously identified protective factors and include: goal congruence (general 
satisfaction; e.g., general enjoyment and a passion for physical education), 
professional interaction (for example, positive relationships with administration, 
colleagues, students and parents), respect (for example, support from administration 
on workload and status of physical education), use of skills and knowledge, decision 
making and efficacy (for example, the opportunity to use skills and knowledge, input 
in decision making, and have control over their pedagogy and focus of student 
outcomes), resources (access to sufficient resources, equipment, and facilities), and 
organisation of teaching (for example, class size, work schedule, salary, and holidays). 
This strengthens the argument that teachers who are more satisfied in their role as a 
teacher of physical education are less likely to leave the profession. More so, what has 
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been previously identified as protective factors can potentially be seen to impact 
teacher retention mediated through teacher satisfaction.  
1.1.4.2.2 Administrative support and positive relationships with students 
Support from school administration is a significant factor in retaining physical 
education teachers (Mäkelä et al., 2014; Whipp et al., 2007). One form of 
administrative support is providing the necessary equipment and facilities as well as 
adequate time for all workload responsibilities including teaching, planning and 
administrative work (Billingsley, 2004; Haar, 2007; Mäkelä et al., 2015; Whipp & 
Salin, 2018). Physical education teachers have also identified support from 
administration through the availability of professional development opportunities, 
particularly in the form of induction assistance and mentorship support (Certo & Fox, 
2002; Ingersoll, 2003) as a protective factor nurturing teacher retention (Certo & Fox, 
2002). Another form of administrative support is listening to the needs, perspectives, 
and concerns of physical education teachers (Marable & Raimondi, 2007). For 
example, administration can enhance teachers’ commitment to the school, thereby 
facilitating retention (Mäkelä et al., 2015), by involving them in the process of 
developing school policy and designing curriculum (Ingersoll, 2001; Mäkelä et al., 
2015). Administration can also facilitate collaboration between colleagues (physical 
education and non-physical education). Collegial support is considered essential to the 
retention of physical education teachers (Woods & Lynn, 2001). When physical 
education teachers collaborate with colleagues they have more opportunities to 
develop shared visions for student learning. This leads to teachers feeling more self-
confident in using strategies to facilitate student learning and manage student 
behaviour (Hargreaves, 1994) which can reduce the potency of isolation, 
marginalisation, and student misbehaviour as risk factors. Having positive 
relationships with students is important for physical education teachers (Moreira, 
1995) and has been identified as a major factor impacting teachers’ decisions to stay 
in the profession (Mäkelä et al., 2015).  
1.1.4.2.3 Ongoing support and recognition 
Teachers feeling supported and recognised by their colleagues and administration is 
essential to teacher retention (Cochran-Smith, 2004), for example, recognising 
teachers for their contribution to the school and student learning (Haar, 2007). In a 
study by Mäkelä, Hirvensalo, and Whipp (2015), teachers who felt satisfied with the 
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recognition they received related to their teaching were three times more likely to 
report the intention to continue to teach physical education. Further, teachers in the 
same study who were identified as lifers reported recognition for their teaching as two 
times greater than the teachers who were identified as troupers.  
1.1.5 Career trajectories of Irish post-primary physical education teachers  
While the majority of physical education literature in Ireland focuses on physical 
education provision (for example see Halbert & MacPhail, 2010; MacPhail, McEvilly, 
Hutchinson, & MacDonncha, 2005; MacPhail & Hartley, 2016), little research 
investigates the careers of physical education teachers. One of the few exceptions is 
research conducted by O’Sullivan (2006) that followed a cohort of physical education 
teacher education (PETE) graduates with an interest in the relationship between the 
professional lives of physical education teachers in Ireland and the provision of 
professional development. In doing so, O’Sullivan’s (2006) was interested in physical 
education teachers’ needs and interests, how their careers were negotiated and reasons 
given if they had left the profession. Results of her study indicate that 42 of the total 
number of PETE graduates contacted (n = 66) were still teaching. This is reported as 
high among teacher attrition rates compared to other school subjects in Ireland 
(Murphy & Coolahan, 2003). Teacher attrition rates can be reduced through adequate 
preparation of preservice teachers (PSTs) for the realities of teaching physical 
education in schools (Richards, Levesque-Bristol, & Templin, 2014). Given that the 
majority of research on the professional lives and careers of physical education 
teachers has been conducted in the USA, research specific to the Irish context is 
warranted. Research on the lives and careers of physical education teachers in Irish 
post-primary schools can inform our understanding of challenges and realities 
particular to Ireland that teachers can expect to experience throughout their careers. 
Therefore, physical education teacher education programmes in Ireland can better 
prepare PSTs to negotiate the identified challenges and realities throughout their 
careers, thus contribute to reducing teacher attrition.  
This section did not use a specific theoretical lens to frame the literature. This 
decision was made intentionally to allow the evolution of frameworks used 
throughout the research included in this thesis. The research project begins using the 
theoretical framework of occupational socialisation as presented in chapter two. 
Chapter three identifies a shift in frameworks from occupational socialisation 
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towards the use of role theory that is also used to frame chapter four. Each chapter 
includes a review of the theoretical framework used as well as a discussion section 
which situates the research within the literature specific to the theoretical framework 
used in that chapter. In addition, the results of chapters 2, 3, and 4 will be discussed 
in relation to the wider context of teachers’ careers and career trajectories which 





 Thesis Methodology 
The research in this thesis is underpinned by a pragmatic paradigm based on my 
ontological assumption that reality is constantly being renegotiated, debated, and 
interpreted. Epistemologically, research grounded in a pragmatic paradigm is flexible 
and draws on elements of different epistemological beliefs and assumptions. I, as a 
pragmatist, believe that there are multiple ways to know, but the most appropriate 
epistemological assumption to use in a given circumstance depends greatly on what 
best fits the research (Morrow, 2007). Further, it is believed that there is value in both 
qualitative and quantitative methods and that they can be used isolation or combined 
depending on what best suits the research (Rossman & Wilson, 1985). Aligning with 
a pragmatic philosophical paradigm, the long-term line of inquiry in this thesis follows 
a sequential exploratory mixed methods design strategy (Creswell, Clark, Gutmann, 
& Hanson, 2003) to explore each research aim. The spontaneous nature of this research 
development allows for me to design the research of each phase based on the 
epistemology and methodology that would best align with the research aim of that 
particular phase. The relationship between epistemology and methodology of each 
phase will be unpacked below followed by a breakdown of the sequential exploratory 
mixed methods design used in this thesis.  
Following Morrow’s (2007) principles of the pragmatic paradigm, this research 
primarily draws on two epistemological assumptions, each of which underpin one of 
two distinct phases constructing this thesis (Ivankova, Creswell, & Stick, 2006). The 
first phase of this research is underpinned by a pragmatic paradigm but leans on the 
interpretive epistemology that is grounded in the belief that there are as many realities 
as individuals that, therefore, need to be interpreted (Crotty, 1998; Scotland, 2012). 
When exploring the experiences of Irish post-primary physical education teachers in 
order to gain a comprehensive understanding of their career trajectories, participants 
are asked to share their behavioural response to situations resulting in multiple 
realities. As such, this phase of research best aligns with a phenomenological 
intepretivist theoretical perspective that uses qualitative methods (e.g. interviews) of 
data collection (Creswell, 2013).  The second phase values the epistemological 
assumption that grounds positivism such as the belief that there is a single reality that 
can be known and measured (Crotty, 1998; Scotland, 2012). True to research grounded 
in such beliefs, the research design of this phase of the research project is quantitative 
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and relies on the statistical analysis of data collected through surveys/questionnaires 
to measure a singular reality (Crotty, 1998; Creswell 2013).  
A combination of qualitative and quantitative research methods take advantage of the 
breadth and depth / generalisability and contextual nature of quantitative and 
qualitative methods respectfully, a strength of mixed methods research designs 
(Greene & Caracelli, 2003). This research follows a sequential exploratory mixed 
methods design strategy that is characterised as beginning with a qualitative study 
followed by a quantitative study to explore a phenomenon (Creswell et al., 2003). In 
phase one of this research, I collect and analyse qualitative data (phase one: chapter 2 
and 3) to identify a phenomenon experienced by physical education teachers 
throughout their careers in Irish post-primary schools. Phase two then provides 
quantitative evidence to support the findings of phase one. The rationale for this 
approach is that the qualitative analysis identifies a phenomenon by exploring 
participants’ experiences in depth. The quantitative analysis statistically support the 
qualitative results (Creswell et al., 2003). Thus the identification of a phenomenon in 
phase one informs phase two of the research project that aimed to use quantitative 
methods to develop and validate a tool that can measure the breadth of teachers who 
experience the phenomenon identified.  
The qualitative results in phase one provide empirical evidence to conceptually 
support the instrument design and development in phase two. This, in combination 
with theoretical support, is why a sequential exploratory mixed methods design is 
particularly useful when developing and validating new survey instruments (Terrell, 
2012). For an overview of the mixed methods design used in this study, see Figure 
1.2.   
In transparency, I note that the use of an exploratory mixed methods design was not 
pre-determined at the onset of this research project. Instead, I allow the results of 
research enquiry to organically inform the next step of the research project. This again 
is supported by a pragmatic paradigm that relies on a research design that best fits the 
research at hand and therefore cannot always be predicted or predetermined. 
Following phase one, I identify that a valuable and original contribution to the 
literature would be the development and validation of a tool to measure the identified 
phenomenon. The development and validation of such a tool contributes an original 
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method that can be used and adapted to suit a variety of contexts and contributes new 
knowledge in the field of the lives and careers of physical education teachers. As such, 
following the completion of phase one, the decision was made to explore the breadth, 
(most aligned with quantitative methods), rather than continue to explore the identified 
phenomenon in depth (most aligned with qualitative methods). This resulted in the 
thesis following a sequential exploratory mixed methods design.  








 Research Aim 
The general aim of this research is to: 
• Explore and understand the nuanced professional lives and careers of physical 
education teachers in Irish post-primary schools.  
In order to do so, this research consists of three specific aims. Each of which are 
explored as respective and subsequent enquiries that are presented in the identified 
chapters and published as individual papers. The specific aims include the 
following: 
i. To gain a comprehensive understanding of physical education teachers’ 
career trajectories considering the mutual relationship between the 
individual and the workplace context. (Chapter 2) 
ii. To explore, acknowledge and understand the realities and tensions 
experienced by an Irish post-primary teacher enacting two distinct sets 
of role expectations when concurrently teaching physical education and 
another school subject. (Chapter 3) 
iii. To develop and validate the Teaching Multiple School Subjects Role 
Conflict Scale (TMSS-RCS), an instrument to measure interrole 
conflict between the roles of teaching physical education and another 
school subject(s). (Chapter 4) 
 Thesis Structure 
This thesis explores the professional lives of physical education teachers in Irish post-
primary schools through a series of progressively linked enquiries. The thesis has been 
composed as a dissertation by publication whereby, following this chapter, chapters 2, 
3, and 4 have been published in peer reviewed academic journals. Each chapter 
includes a literature review and methodology section specific to the respective 
research aim.  
Chapter 2 (published in Sport, Education and Society) seeks to gain a comprehensive 
understanding of physical education teachers’ career trajectories considering the 
mutual relationship between the individual and the workplace context (aim i). Chapter 
3 (published in Research Quarterly for Exercise and Sport) seeks to explore, 
acknowledge and understand the realities and tensions experienced by an Irish post-
primary teacher enacting two distinct sets of role expectations when concurrently 
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teaching physical education and another school subject (aim ii). Chapter 4 (published 
in European Physical Education Review) aims to develop and validate the Teaching 
Multiple School Subjects Role Conflict Scale (TMSS-RCS), an instrument to measure 
interrole conflict between the roles of teaching physical education and another school 
subject(s) (aim iii). Each chapter contains a preface which includes a summary of the 
paper and how it aligns with the overall research aim. Chapter 5 discusses the research 







Chapter 2 - The effects of individual dispositions and 
workplace factors on the lives and careers of physical 















This chapter has been published in ‘Sport, Education and Society’: 
Iannucci, C., & MacPhail, A. (2017). The effects of individual dispositions and 
workplace factors on the lives and careers of physical education teachers: Twelve 





The sequential exploratory mixed methods research design strategy is characterised 
by an initial qualitative phase followed by a quantitative phase (Creswell et al., 2003). 
As such, the first phase of the research in this thesis uses qualitative methods of data 
collection and analysis to gain a comprehensive understanding of physical education 
teachers’ career trajectories considering the mutual relationship between the 
individual and the workplace context. Previous research has identified a gap in the 
literature on the professional lives of teachers in the middle years of their career (Day 
& Gu, 2010; Lynn & Woods, 2010). Further, there is a need to gain a more holistic 
understanding of teachers’ careers and professional lives by combining research on 
individual characteristics and workplace factors (Rinke, 2008). This chapter explores 
the professional lives and careers of five mid-career teachers to gain an understanding 
of physical education teachers’ career trajectories considering the mutual relationship 
between the individual and the workplace context. This aligns with research question 
(i).to gain a comprehensive understanding of physical education teachers’ career 
trajectories considering the mutual relationship between the individual and the 
workplace context.  
I, Cassandra Iannucci, hereby declare that the work contained within the current 
chapter is my own. I was the primary researcher and author of this paper. My 
contribution includes research design, data collection, data analysis, and writing of the 
manuscript. The research and publication was completed with the helpful guidance of 








It has been noted that individual characteristics and workplace factors have rarely been 
combined to gain a more holistic understanding of teachers’ career trajectories (Rinke, 
2008; Schaefer, Long, & Clandinin, 2012). This paper considers the mutual 
relationship between individual and contextual factors of five physical education 
teacher education graduates to gain a greater understanding of teachers’ career 
trajectories. Data were collected through interviews and living graphs. Results of the 
study suggest that both individual dispositions and contextual factors influence the 
career trajectories of physical education teachers in Ireland to varying degrees and 
with varying consequences. While the career trajectories of qualified physical 
education teachers in Ireland are individual and complex, there appears to be a 
consistency across the teachers that, as they spend a longer time teaching in schools, 
they withdraw from their initial strong and proud identity as a physical education 
teacher in favour of identifying with teaching their elective subject. There are a 
number of ways in which this worrying trend can be addressed; (i) focus on physical 
education teacher education programmes and ensure that preservice teachers have an 
opportunity to explore and share their individual dispositions, (ii) understand what 
school contextual factors are likely to/will support and foster their dispositions, and 
(iii) appreciate how these dispositions might impact their ability to negotiate the 
realities of teaching physical education in Irish post-primary schools. 
Keywords; Physical education; career trajectory; socialisation; attrition; workplace 






Research on the socialisation experiences of physical education teachers is long 
standing (Pike & Fletcher, 2014), including the seminal work of Hal Lawson (see 
Lawson, 1983a, 1983b). Occupational socialisation has been defined by Lawson 
(1986) as ‘all kinds of socialization that initially influences persons to enter the field 
of physical education and that later are responsible for their perceptions and actions as 
teacher educators and teachers’ (p. 107). Occupational socialisation is ongoing, 
continuously shaping teachers’ behaviours and orientations towards teaching 
(Richards, Templin, & Graber, 2014). A considerable amount of research has been 
conducted on the ‘profile of recruits’ (Pike & Fletcher, 2014), that is, understanding 
who chooses to teach and why. 
While there is a significant amount of literature on the socialisation of teachers during 
the induction years (Richards et al., 2014b), there has been less of a focus on their 
initial teacher education, and a very limited amount of literature which seeks to explore 
the socialisation years beyond induction into teaching in schools (Pike & Fletcher, 
2014). There continues to be a lack of empirical research spanning multiple stages of 
socialisation beyond the induction stage of physical education teachers and their 
career-long socialisation process (Pike & Fletcher, 2014), with an identified need to 
explore the ways in which physical education teachers navigate the complex cultures 
of the schools in which they are employed over the course of their careers (Richards, 
Templin, & Gaudreault, 2013; Richards et al., 2014b; Schempp, Sparkes, & Templin, 
1993). There is relatively little research on the professional lives of teachers in the 
middle years of their career (Day & Gu, 2010), with a need to better understand the 
physical education teacher’s career between the early years and later years to help 
teachers anticipate and negotiate expected challenges throughout their entire career 
cycle (Lynn & Woods, 2010).  
Rinke (2008) reports a disconnect between the ‘concrete issues in education’ (p. 9) 
(for example retention and attrition) and research on the professional lives of teachers. 
In an attempt to bridge that gap, occupational socialisation provides a framework to 
better understand the realities of teaching physical education by exploring the extent 
to which contextual factors and individual dispositions impact career trajectories. This 
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will inform multiple stages of the socialisation process as well as contribute to the 
retention and attrition literature. 
This paper begins with a review of the teacher socialisation literature and, in particular, 
the related construct of occupational socialisation to teachers in general and physical 
education teachers specifically. The reader will then be introduced to the Irish school 
physical education context in which this study resides. The related methodology, 
results and discussion follow. 
 Teacher Socialisation 
Teacher socialisation, falling under the umbrella of occupational socialisation, is a 
term used to describe the process by which ‘a person is trained and learns the roles, 
expectations, and values’ (Pike & Fletcher, 2014, p. 2) associated with teaching. There 
is consensus that teacher socialisation has three influences, which in recent literature 
are more commonly referred to as phases assuming a chronological nature. These 
begin with a ‘pre-training phase’ of acculturation spanning from birth up until entering 
the professional socialisation phase when formal education training occurs, followed 
by the organisational socialisation phase which commences as teachers enter into the 
workplace. More recently secondary professional socialisation has been referred to as 
a fourth phase of socialisation, describing the process by which graduates and post-
graduates are prepared for academia and, in particular, as a physical education teacher 
education (PETE) faculty member (Richards, 2015). In contrast to early functionalist 
beliefs about teacher socialisation (Zeichner & Gore, 1990), it is important to 
recognise that socialisation is a dialectic process whereby the individual is active in 
their continuous engagement with social structures and context as each continually 
shape one another (Gaudreault, Richards, & Woods, 2016; Pike & Fletcher, 2014; 
Richards, 2015).  
Research on the acculturation phase has informed teacher socialisation literature on 
the characteristics and experiences of teachers prior to beginning their teacher 
education (Richards et al., 2014b). Professional socialisation is referred to as the 
process where ‘teachers acquire and maintain the values, sensitivities, skills and 
knowledge that are deemed ideal for teaching’ (Lawson, 1983a, p. 4). It is during this 
phase that teachers are enrolled in formal teacher education programmes typically at 
a third level institution. Organisational socialisation is the phase during which teachers 
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are teaching and are understood to be ‘learning the ropes’ (Van Maanen & Schein, 
1979) of the culture, procedures, and custodial ideologies that are of particular value 
to the workplace or school (Lawson, 1983a). Taking into account the nature of the data 
collected, this paper is particularly concerned with the organisational phase of 
socialisation. 
 Physical Education Teacher Socialisation 
When compared to classroom teachers, early research on the socialisation of physical 
education teachers identified a unique set of experiences, expectations, roles and 
outcomes of the physical education context in schools (Templin & Schempp, 1989). 
One of the most common reasons recruits are interested in pursuing a career in 
teaching physical education is their initial interest and love for sport and physical 
activity (Ennis, 1992; Macdonald, Kirk, & Braiuka, 1999; O’Sullivan, MacPhail, & 
Tannehill, 2009). It is evident that the type of sport and level at which they are engaged 
(Curtner-Smith, 2001), along with childhood and early experiences with physical 
education, have a long standing effect on the socialisation of physical education 
teachers (Curtner-Smith, 1999; Evans & Williams, 1989). Where acculturation 
experiences are seen to have a lasting impact on the approach to teaching, PETE 
programmes often fall short of effecting change (Lawson, 1983b; Richards, 2015), 
having very little impact on pre-service teachers’ (PSTs’) beliefs about teaching and 
physical education. Instead, PSTs use their practical experiences and workplace 
opportunities to confirm their beliefs (Solmon & Ashy, 1995). Similarly, it is in the 
workplace that physical education teachers’ practices and beliefs are ultimately 
fashioned (Richards, 2015). 
Physical education teachers have been identified as holding one of three socialisation 
strategies - custodial, innovative or ‘fence-sitting’(not demonstrating characteristics 
of either strategy exclusively) - which influences the nature of the dialectical 
relationship between the individual and their social context and experiences (Lawson, 
1983a, 1983b). The most common strategy is custodial (Pike & Fletcher, 2014), which 
involves an active acceptance, and therefore absence, of questioning or challenging of 
different elements of the socialisation. Innovative strategies challenge elements and 
settings and, as a result, act as agents of change within the context of socialisation 
(Lawson, 1983b). The held strategies are understood to largely influence the teaching 
practices and career longevity with respect to ‘washout’ and ‘burnout’ of physical 
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education teachers. Teachers holding an innovative strategy who are employed in a 
school context that demonstrates more custodial characteristics (such as a lack of 
support for implementing new pedagogies, feelings of sufficiency with maintaining 
the status-quo) are more likely to reach a level of frustration and/or dissatisfaction in 
their teaching position. This, in turn, may lead to ‘wash out’ or ‘burnout’, impacting 
the career trajectory. 
There has been a significant increase in the volume of literature which seeks to better 
understand teachers’ careers, a significant number of which has focused on teacher 
retention and attrition. Traditionally, approaches to analysing teacher retention have 
involved either the individual (Bobbitt, Faupel, & Burns, 1991; Chapman, 1984; 
Heyns, 1988) or the workplace context (Bridge, Cunningham, & Forsbach, 1978; 
Buckley, Schneider, & Shang, 2005) in relation to the impact on the career path of 
teachers (Rinke, 2008). However, it has been noted that both the individual 
characteristics and workplace factors have rarely been combined to gain a more 
holistic understanding of teachers’ career trajectories (Rinke, 2008; Schaefer et al., 
2012). In the rare case that both have been examined, each was analysed separately 
(see Heyns, 1988). This paper considers the mutual relationship between individual 
and contextual factors, addressing the limited longitudinal research contributing to 
understanding teacher retention. The lack of longitudinal research has led to a lack of 
understanding of the authentic process of teachers’ careers (bar few- see Lynn & 
Woods, 2010), with a preference notable in the literature as relying on individual 
reasons identified retrospectively after the teacher has made the decision to leave the 
teaching profession (Rinke, 2008). 
 Teaching Physical Education in Ireland 
2.6.1 Physical education teachers in Ireland 
In contrast to international literature on the low status of teaching as a profession 
(Banville & Rikard, 2009) and teacher shortages (Banville & Rikard, 2009; Ingersoll, 
2003; Ingersoll & Smith, 2003; Lindqvist & Nordänger, 2016), entry into teaching in 
Ireland is highly sought after and competitive based on the high number of applicants 
to a variety of teacher education programmes throughout the country (Heinz, 2008; 
O’Sullivan et al., 2009). The current entry requirement to an undergraduate teaching 
certification programme in Ireland relies solely on the applicant’s Leaving Certificate 
point score; a point allocation based on grades achieved for academic achievement on 
30 
 
the final examinations in the last year of post-primary education. Participants in this 
study all graduated from a four-year full time Honours Bachelor Degree undergraduate 
PETE programme in Ireland. At the time of entrance to the PETE programme attended 
by the cohort of students from which the participants of this study belong, entry points 
for the programme were ranked as third highest in the institution for the 2000–2001 
academic year. At the time of entry, since ceased, prospective students were also 
required to pass a physical skills aptitude test in order to be granted entry into the 
programme, suggesting a certain calibre of entrant who exceled in both academic 
performance as well as physical competencies. The trend of attracting a consistently 
high academic calibre of applicants into the PETE programme has continued since the 
early 1970s (O’Sullivan et al., 2009). 
Unlike some international PETE programmes, upon graduation graduates are qualified 
to teach physical education and an elective subject in Irish post-primary schools. In 
order to receive the dual qualification, the PETE programme consists of three 
components which are intertwined through the four years. Around 50% of PSTs’ time 
is spent on the content and pedagogy of physical education. A further 25% of the 
PSTs’ time focuses on generic teaching and learning theories and practices. The 
remaining 25% is spent studying an elective subject. 
PSTs have multiple opportunities to engage in teaching throughout their four years. In 
addition to teaching opportunities embedded in modules, PSTs complete three school 
placements; a one-week primary school physical education placement in their first 
year, a six-week placement in their second year where they teach both physical 
education and their elective subject, and a ten-week placement in their final year of 
study where students teach both physical education and their elective subject. 
2.6.2 Physical education provision in schools 
While there is a consistently high academic entry requirement for PETE programmes 
in Ireland (O’Sullivan et al., 2009), the status of physical education in schools is not 
dissimilar to that of other countries (MacPhail, O’Sullivan & Halbert, 2008). Physical 
education in Ireland is not compulsory (MacPhail, Halbert, McEvilly, Hutchinson & 
MacDonncha, 2005) though it is encouraged that students in their first three years of 
post-primary receive two hours per week of physical education (O’Sullivan, 2006). 
This recommendation is not achieved by a significant number of post-primary schools 
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(Halbert & MacPhail, 2010). In the first year of post-primary education in Ireland, 
students receive an average of 75 min of physical education per week which is further 
reduced to 57 min per week in the sixth and final year of post-primary education 
(Halbert & MacPhail, 2010). Overcrowded curriculums and inadequate time allocated 
to the provision of physical education have been on-going issues affecting the 
provision of physical education in Irish post-primary schools (Halbert & MacPhail, 
2010; MacPhail et al., 2005; MacPhail & Hartley, 2016). 
 Method 
2.7.1 Participants 
This study involves a cohort of five physical education teachers who were interviewed 
on graduation from a PETE programme, at the end of their first year teaching, at the 
end of their sixth year teaching and twelve years after graduation. The five participants 
have taken part in at least two of the previous three data collection points (Table 1). 
Pseudonyms have been used to ensure confidentiality and protect anonymity. This 
paper reports the data and findings from interviewing the teachers twelve years after 
graduation. 












Conor x x x x 
Sara x x x x 
Mary x x x x 
Jane x x x x 
Michelle x  x x 
 
2.7.2 Identification of critical incidents 
Rinke (2008) acknowledges the value of giving teachers a voice in the story of their 
career trajectories by identifying that teachers can inform research on teacher retention 
and, by extension, attrition by considering and sharing their own perspectives and 
personal lives. Participants were asked to self-identify critical incidents throughout 
their career, in both their professional and personal lives, that had a perceived impact 
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on their career trajectory. Varying definitions of the term ‘critical incident’ have been 
used (Angelides, 2001) and we favour the notion that ‘it refers to some event or 
situation which marked a significant turning-point or change in the life of a person or 
an institution…or in some social phenomenon’ (Tripp, 1993, p. 24). Based on Tripp’s 
(1993, 1994) working definition, we interpret critical incidents to include ‘common-
place events that occur in the everyday life of the classroom’ rather than dramatic or 
apparent ‘things’ to be discovered (Angelides, 2001, p. 430). We also interpret critical 
incidents to be free from being bound by time, meaning, for example, that a critical 
incident may have lasted only a brief moment in a class or could have evolved over 
the course of a year. Critical incidents, therefore, are given meaning and implication 
by the participant themselves as they justify and signify the incident with respect to 
their career path. It has been argued that the collection and analysis of critical incidents 
can be used by researchers as a participatory method for collecting rich data 
(Angelides, 2001). The longitudinal nature of this study lends itself to the benefits 
associated with critical incidents data. 
Living graphs were created and used to map the participants’ career paths with relation 
to the perceived impact of self-identified critical incidents over time. The living graphs 
acted as a structured opportunity for participants to reflect on their career trajectories 
prior to interviewing. This provided a skeleton-like structure outlining their career 
narrative with relation to their perceived critical incidents, which would come to full 
fruition throughout the participant’s interview. We acknowledge that a limitation of 
the critical incidents may be a failure to capture changes in teachers attitudes related 
to the build-up of a number of small things over time rather than one or more critical 
incident. 
To assist participants in the completion of their living graph, instructions were 
provided and were accompanied by a completed example of what a living graph might 
include and how it might look when finished (Figure 1). Participants also received a 
blank living graph which they used to plot their critical incidents. Three participants 
arrived to the interview with their living graphs pre-completed. In the event that 
participants did not pre-complete their living graph, as much time as needed to 
complete their living graph was provided directly before the interview. Varying 
degrees of detail was included in the participants’ living graphs; some included a 
number of extra pages detailing each plotted critical incident while others relied 
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primarily on their memory to provide additional explanation and embellishment to 
trigger words and phrases they had recorded. 
Living graphs were an important tool in identifying the significance and level of 
impact of each critical incident on the career trajectory of participants. By having 
participants chronologically graph their perceived level of impact on a scale, 
researchers were provided with insight into the impact of each critical incident on the 
participant’s career trajectory. For example, in the event that a participant plotted a 
number of incidents just below the zero on the y-axis with one final incident plotted 
around the same level of impact suggests a more gradual impact with a build-up of 
incidents. Alternatively, a consistent identification of positive incidents with one or 
two incidents plotted as significantly negative suggests a more immediate impact. 
 
Figure 2.1. – Completed living graph example. 
2.7.3 Interviewing 
Data were collected through semi-structured interviews where participants were asked 
to talk through their living graph. The completed living graphs were used as a guide, 
prompt and reference point by the participants and the interviewer throughout the 
interview. Participants were asked to talk through their living graph adding any details 
or explanations to each of the plotted critical incidents. Previous interview transcripts 
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from each participant’s involvement in the longitudinal study were re-read to gain 
familiarity and identify initial themes which informed this phase of the project and 
provided a frame of reference on the career path of each participant. This allowed the 
researchers to prompt participants on any previously referred to incident that had not 
been included in the participants’ living graph and/or revisit incidents that may have 
been reported differently before. This strengthened the validity and richness of the 
data collected by crosschecking their current and retrospective responses to particular 
incidents or contextual factors. 
2.7.4 Data analysis 
The interviews were recorded, transcribed verbatim, read, and re-read to gain 
familiarity with the data in its entirety prior to analysis (Agar, 1996). Consistent with 
the principles of thematic analysis (Braun & Clarke, 2006) data were coded into 
categories both inductively and deductively while simultaneously analysing the data 
to develop themes. By continuously comparing themes in the data we were refining 
the concepts, identifying properties and exploring relationships. Themes identified 
were then narrowed down into main themes for analysis and dissemination. 
A number of measures were used to ensure the trustworthiness of the project through 
enhancing the credibility, rigour and validity. This included member checking, where 
all of the participants read their typed transcripts, verifying accuracy in content. 
Participants were given the opportunity to elaborate on any content or issue in their 
transcript. The data collected, including participants’ living graphs and interview 
transcripts, were triangulated to ensure that themes were supported by all data sources 
(Creswell, 2012). Peer debriefing was used between researchers during the data 
collection and analysis phases which encouraged discussion on interpretations 
(Lincoln & Guba, 1985). 
 Findings 
On completion of analysis of the interviews a number of themes were identified that 
allowed us to begin to understand the extent to which a gradual accumulation of 
critical incidents, rather than one specific critical incident, had resulted in teachers 
conveying the particular realities of teaching post-primary physical education in 
Ireland. As a consequence of such realities, a number of the participants were no 
longer teaching physical education. The two themes that were most pertinent in 
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impacting career trajectories are ‘Teaching physical education and another school 
subject’ and ‘The need for fulfilment through reward and recognition’. These are now 
unpacked in turn. Where quotes are shared from each participant, these are taken from 
the interviews that were conducted twelve years after graduation. We recognise that 
the findings presented in this paper relate to the five participants and are not a 
generalisation to all physical education teachers. 
2.8.1 Teaching physical education and another school subject 
There is an unsubstantiated belief that PSTs enrolled in Irish PETE programmes 
identify firstly as ‘physical education teachers’ rather than as a teacher of their elective 
subject. This is extenuated by the further rhetoric that the other school subject area 
they are qualified to teach on graduation is commonly referred to as their ‘second 
subject’. Within the first two years after graduation, all five participants indicated that 
physical education was their primary focus, whether that be as a determining factor in 
which job to accept, ‘ …it was the best opportunity because it was all PE hours. That 
was what I wanted at the time’ (Conor), what they primarily taught, ‘I was teaching 
mainly PE …’ (Mary), or what they wanted to teach more of, ‘I was itching to get into 
PE’ (Jane). However, for most participants it is during the years following induction 
where they alluded to a shift in attitudes. Jane, after searching for more physical 
education hours, later admits that if all her teaching was scheduled for physical 
education, she would be devastated, 
I’ll put it this way, if I was told next year I have no PE on my timetable, 
I wouldn’t be overly upset whereas if I came back and I had a full 
timetable of PE I would be devastated. (Jane). 
Mary speaks of returning to teaching physical education, rather than solely focusing 
on her elective subject, as a compromise in order to pursue her Master’s degree. Both 
instances reported by Jane and Mary lead us to consider the extent to which the 
infrastructure surrounding physical education is unintentionally pushing teachers 
away and the extent to which teachers are being pulled towards more involvement 
with their elective subjects. We explore each in turn. 
2.8.1.1 The push from physical education 
Analysis indicates that for either individual or contextual reasons, the infrastructure 
surrounding physical education was somewhat responsible for ‘pushing’ Sara, 
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Michelle and Conor from teaching the subject. Despite having a passion and interest 
for teaching physical education, there came a point when participants no longer felt 
they could sustain the fight whether it be for contextual reasons (such as more time 
allocated towards physical education in the school timetable, adequate facilities, 
qualified colleagues) and/or individual dispositions (for example, their own thirst for 
legitimacy and more meaningful student interactions). Conor, despite feeling ‘happy 
with what [he] was doing [with his physical education classes]’, he felt he ‘was not 
necessarily totally fulfilling [his] potential’. He then refers to leaving his physical 
education teaching position as ‘jumping ship’, suggesting a final act of surrender and 
survival. Michelle’s use of the term ‘soul destroying’ articulates her ungratified 
passion for teaching physical education as she holds on to her last thread of hope, 
desperate to resist letting go completely. ‘[W]e have a very strong department…we 
want to [teach physical education] properly but our hands are tied, very tied…There 
is no support from management in terms of supporting the subject in the school so it 
is very soul destroying’ (Michelle). Sara felt unsatisfied teaching physical education 
as she was unable to make a difference in the lives of her students. Consequently, Sara 
successfully retrained as a primary teacher, believing this will allow her to have a 
‘bigger impact’ on the students she teaches. Conor, Michelle and Sara’s fight and 
resistance to leaving their physical education teaching posts suggests that their 
experiences teaching physical education were not all negative. In fact, in all three 
cases, participants acknowledged positive aspects of teaching physical education 
which contributed to the resistance and metaphoric fight against shifting their teaching 
allocation towards teaching their elective subject for a majority of their time. 
2.8.1.2 The pull towards the elective subject 
Mary and Jane provide evidence that they were being ‘pulled’ towards teaching more 
of their elective subject. Despite initial intentions to spend most of their time teaching 
physical education, Mary and Jane find themselves drawn to their elective subject. 
Mary is primarily drawn to her elective subject to satisfy an individual disposition 
whereas Jane is influenced more so by contextual factors. Mary initially finds herself 
attracted to the quality of interactions with students in her elective subject, believing 
she can have meaningful contact with students. ‘… I felt that there were more 
meaningful interactions happening with students in [my elective] classroom’ (Mary). 
Jane’s current teaching schedule predominantly involves the teaching of her elective 
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subject with twenty percent of her time teaching physical education. She is most 
attracted to, and motivated by, contextual factors such as the structure and 
accountability of teaching her elective subject, finding comfort and satisfaction in the 
expectation that she is to prepare students for formal exams. ‘… it does come down to 
the fact that [physical education] is not an exam subject. I mean, if I knew I had to get 
them ready for this, that and the other, then I would be a lot more motivated’ (Jane). 
2.8.2 The need for fulfilment through reward and recognition 
The participants in this study continually expressed reward and recognition as critical 
incidents on the trajectories of their careers, indicating a direct relationship between 
feelings of fulfilment and receiving reward and recognition. However, the nature and 
avenue through which reward and recognition is received varies within individual 
participants’ trajectories as well as among participants. Participants indicated that they 
received or sought fulfilment through either intrinsic reward, receiving positive 
affirmation and/or reward for effort. 
2.8.3 Intrinsic reward 
All three participants who are no longer teaching physical education (Sara, Conor and 
Mary) identified insufficient personal fulfilment and value in their work as physical 
education teachers. When describing her experience teaching physical education in 
post-primary, Sara mentioned that she ‘needed to get more out if it for [herself]’, 
indicating a lack of personal fulfilment. These feelings were mirrored by Conor who 
admitted that through teaching physical education he ‘was not necessarily totally 
fulfilling [his] potential’. Conor finds fulfilment in achieving his greatest potential, 
‘Sport to me is personal and PE and that. I like to really do it well. If I’m coaching a 
team, I really like to have it perfect’. Although Mary initially found ‘there was a 
legitimacy attached’ to her role as a physical education teacher, it was not enough to 
sustain her feelings of fulfilment through the years. She instead found more personal 
value in satisfying her disposition to make an impact on the lives of her students, which 
she accessed through teaching her elective subject and then at a later date through her 
lecturing position in a third-level institution. 
2.8.4 Receiving positive affirmation 
Sara and Jane suggested a need for positive affirmation in their jobs. Prior to becoming 
a primary school teacher, Sara did not feel as though she was receiving enough, if any, 
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positive feedback or affirmation within her post-primary school despite having a 
relatively supportive administration, 
You never finish the job. So, unless you get that reinforcement from 
someone else, you just…you’re constantly wondering ‘did I do a good job 
today? (…) [W]e talk about positive reinforcement so much but we don’t 
do it as adults. 
However, in teaching primary-aged students, Sara was able to find affirmation in her 
students’ progress, ‘I was working hard and I felt like that work was paying off in the 
classroom. You could see the results with the kids’. 
Jane received positive affirmations for her work through receiving teaching 
appointments in her school which she perceives as prestigious, 
I was only here a year and I got my first temporary post of responsibility. 
So that’s a big deal for a teacher…really gives you a sense that what you 
are doing is working and its positive reinforcement so that was important. 
Jane also noted that she had ‘started teaching honours maths in the schools, so that’s 
a major bonus for a maths teacher to get entrusted with honours class’. 
2.8.5 Reward for effort 
Participants also spoke to the importance of receiving appropriate rewards for the 
amount of energy and effort put into their work. Conor, Sara and Michelle expressed 
frustration with the lack of return received from the amount of planning and energy 
put into physical education. As Conor noted, 
I was investing so much energy for about two to three years. And it just 
seemed like I wasn’t ever really getting to the point of nailing it…despite 
the energy that was going in. I always felt your legs are being taken from 
under you to a certain degree. 
Conor found great reward for his efforts in coaching, ‘I did coach a football team in 
the school…I put in a huge effort with them. I nearly put all the energy into the football 
team as I did with my PE classes as we ended up winning a [provincial] title’. Sara 
continuously referred to her efforts teaching physical education as an imbalance 
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between the energy she was putting in and the results received in return. Sara believed 
it to be 
disheartening when you put a lot of work into [teaching physical 
education] and you’re not getting the rewards back…[teaching PE] began 
to become very disheartening and it began to outweigh the positive 
experience I was having in the school (…) I’m sweating here. I’m working 
so hard and I’m hitting my head against a brick wall. 
Michelle spent a great deal of energy trying to negotiate contextual challenges with 
her school administration with no success, causing great frustration and feelings of 
being ‘just broken down (…) you make an effort and you get nothing’. In contrast, 
Michelle enjoyed the challenge of engaging the students in her elective subject classes, 
‘it wouldn’t be the easiest subject to teach (…) there is a challenge in getting them to 
like it and making them enjoy it a lot’, recognising rewards for the energy she put into 
planning and teaching. 
 Discussion 
The purpose of this study was to gain a holistic understanding of physical education 
teachers’ career trajectories considering the mutual relationship between the 
individual (Bobbitt et al., 1991; Chapman, 1984; Heyns, 1988) and the workplace 
context (Bridge et al., 1978; Buckley et al., 2005). Results of the study suggest that 
both individual dispositions and contextual factors influence the career trajectories of 
physical education teachers in Ireland to varying degrees and with varying 
consequences. However, there are common themes amongst the uniqueness of 
participants’ career trajectories. This suggests that there is a level of consensus with 
respect to participants’ reporting of career trajectories. The most notable findings 
suggest a tug-of-war like relationship between physical education and the teacher’s 
elective subject. Results also indicate three realities of teaching physical education in 
Ireland which contribute to our holistic understanding of teachers’ career trajectories. 
The results are discussed in turn below through an organisational socialisation lens. 
The socialisation process of physical education teachers is unique to general teacher 
socialisation (Lawson, 1983b) in expectations, experiences, roles and outcomes 
(Templin & Schempp, 1989). The results of this study highlight the unique situation 
of Irish PETE graduates which encouraged us to revisit literature on transitioning and 
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socialising into the school context. When transitioning into schools, teachers can feel 
unprepared to navigate ‘the full complement of teaching duties’ (Richards et al., 2013, 
p. 445) as induction into schools is just as much about learning how to teach students 
as it is navigating the realities of working in such schools’ context. However, the 
realities of teaching physical education compared to other classroom based disciplines 
is magnified by the marginalisation of physical education (Schempp et al., 1993). This 
process appears to be further complicated for physical education teachers in Ireland 
who are often in a position to simultaneously navigate and socialise into teaching their 
elective subject and physical education. This is a situation unique to many teachers 
reported in the organisational socialisation literature who are qualified as physical 
education specialists exclusively, teaching physical education for the entirety of their 
allocated teaching hours (Curtner-Smith, 2001). Irish PETE graduates are qualified to 
teach an elective subject in addition to physical education and often teach a 
combination of physical education and their elective subject, varying in time 
allocations between each subject area. Results of the study suggest that teachers who 
concurrently teach in both physical education and a non-marginalised subject remain 
teaching physical education throughout multiple stages of their career long 
socialisation process as is the case for Jane and Michelle. We can hypothesis that by 
also socialising into a non-marginalised subject context, the challenges faced by 
teachers of marginalised subjects (physical education, for example) are diluted or 
overridden. Further research is needed to fully understand the effects of teachers 
enacting dual or multiple teaching positions within a school. 
Revisiting the work of Richards et al. (2014b) we note high levels of reality shock 
experienced by physical education teachers during the induction years of 
organisational socialisation are associated with teachers being more likely to leave 
teaching or, in the very least, leave physical education. However, it is noted that reality 
shock, and thus attrition, can be reduced through adequately preparing PSTs for the 
realities of teaching physical education in schools (Richards et al., 2014b). The results 
of this study suggest three realities of teaching physical education that can extend the 
holistic understanding of physical education teacher’s career trajectories through 
induction years and beyond. 
First, it is evident that all of the teachers want to have meaningful connections with 
their students. However, after the first three to five years of teaching it becomes clear 
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that they are not realising this opportunity through teaching physical education. While 
physical education teachers also want to invest in their physical education programme 
and students, with a desire to see growth and progress, they are limited by contextual 
factors (Halbert & MacPhail, 2010; MacPhail et al., 2005; MacPhail & Hartley, 2016) 
(such as a lack of contact time and inconsistent teaching assignments year to year). 
Physical education teachers perceive these contextual factors to be directly aligned to 
the lack of accountability and formal assessment in physical education. One could 
suggest that it is perhaps not so much physical education in and of itself that is not 
aligning with teachers’ individual dispositions but rather that the structure of 
examinable subjects is more conducive to encouraging student growth and progress. 
Leading on from this, it is then feasible to suggest that it is the individual dispositions 
of physical education teachers that are uncompromising and need to be satisfied in 
order to sustain a career teaching physical education. This contradicts previous beliefs 
that it is the contextual factors that play a more significant role in teachers’ decisions 
to stay or leave (Lindqvist & Nordänger, 2016). There is an appreciation that not every 
held disposition will flourish in any given context and therefore it is important for 
PSTs and in-career teachers, through multiple phases of their socialisation process, to 
have an awareness and understanding of their own philosophies, beliefs and practices 
and what context is required to satisfy such dispositions. As a result, PSTs and in-
career teachers can be more informed when advocating for change within their current 
teaching context, or when looking for prospective schools for employment to preamp 
and avoid potential incompatibilities between their dispositions and workplace 
context. 
Secondly, it is clear that expectations from the participants’ elective subjects appear 
to be higher than expectations from being a physical education teacher. The 
participants expressed feelings of dissatisfaction or limited fulfilment in teaching 
physical education. The perceived lack of challenge or accountability for physical 
education teachers supports Lynn and Woods’ (2010) finding that there is 
dissatisfaction in the lack of formal accountability for those involved in teaching 
physical education. 
Finally, physical education teachers in Ireland are high academic achievers as well as 
a significant proportion also being high performing players/athletes. For physical 
education teachers with an individual disposition to pursue excellence and seek 
42 
 
recognition for that excellence, they do not thrive in an environment that does not 
recognise (or is otherwise indifferent) to their efforts in teaching physical education. 
The participants in this study reflect similarities to the case study presented by Lynn 
and Woods’ (2010) paper where Patsy, identified by her PETE programme as being 
one of the brightest graduates in her cohort, felt under-stimulated and challenged 
throughout her career teaching physical education. 
 Conclusion 
While the career trajectories of qualified physical education teachers in Ireland are 
individual and complex, there appears to be a consistency across the teachers that, as 
they spend a longer time teaching in schools, they withdraw from their initial strong 
and proud identity as a physical education teacher in favour of identifying with 
teaching their elective subject. This is a worrying trend for all involved in educating 
and supporting physical education PSTs. The apparent incompatible relationship 
between individual dispositions and contextual factors in the teaching of physical 
education needs to be addressed. 
There are a number of ways in which this worrying trend can be addressed; (i) focus 
on PETE programmes and ensure that PSTs have an opportunity to explore and share 
their individual dispositions, (ii) understand what school contextual factors are likely 
to/will support and foster PSTs’ dispositions, and (iii) appreciate how these 
dispositions might impact PSTs’ ability to negotiate the realities of teaching physical 
education in Irish post-primary schools. An extension to this would be to provide 
practicing teachers with support in considering how best to deal with the realities of 
teaching physical education with a view to encouraging a skill set that would allow 
them to determine where their energies and passion for the physical education subject 
area would be best served and rewarded. Another is to explore the recent Irish 
government support for the development of certificated/ examinable physical 
education and the potential for this initiative to encourage a level of challenge, 
stimulation, accountability and reward (Department of Education and Skills, 2016) 
that the physical education teachers clearly crave. 
Further research is needed on exploring how PETE programmes can effectively 
prepare PSTs for the reality of teaching school physical education as well as dealing 
with the day-to-day workplace confinements of a school. Research on the career 
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trajectories of teachers’ of other practical/marginalised subjects may inform further 
research in this area. There is also a need to continue investing in longitudinal studies 
with teachers to provide rich and realistic stories of career trajectories and understand 
the events that have impacted such trajectories. Only then, may PETE be in a position 
to share empirical evidence of career trajectories through their programme to enhance 




 Chapter Summary 
The first aim of this research was to gain a comprehensive understanding of physical 
education teachers’ career trajectories considering the mutual relationship between the 
individual and the workplace context.  The findings from chapter 2 suggest that a 
prevalent reality experienced by teachers of physical education in Irish post-primary 
schools that warrants further understanding is the interplay between their role teaching 
physical education and their role teaching another school subject(s). This finding 
initiated revisiting the data presented in this chapter and informed the theoretical 
framework used in chapter 3. Further, the results of this chapter begin to contribute to 
what will be the empirical evidence that informs the conceptual support for the design 
of the measurement tool developed and validated in chapter 4. As such, the research 
presented in this chapter is the first step in the sequential exploratory mixed method 
design strategy.  
This chapter also contributes an original methodological tool, the living graph, that 
can be used in future research to map participants’ career paths with relation to the 
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Previous research suggests that teaching is already a complex and multifaceted 
profession (Richards et al., 2013) and still, a layer of complexity is added when 
teachers are expected to assume dual roles within a school (Konukman et al, 2010) for 
example, teaching and coaching extracurricular sport teams (Richards & Templin, 
2012). Considering the results from chapter 2 which identified that teaching physical 
education and another school subject(s) concurrently is a prevalent reality experienced 
by Irish post-primary physical education teachers, I explore the narrative of one 
teachers’ career to provide further evidence of the identified phenomenon. This 
chapter aligns with research question (ii) as it seeks to explore, acknowledge and 
understand of the realities and tensions experienced by an Irish post-primary teacher 
enacting two distinct sets of role expectations when teaching physical education and 
another school subject concurrently. To do so, I revisit the data of one participant, 
Jane, using role theory as a theoretical framework.  
I, Cassandra Iannucci, hereby declare that the work contained within the current 
chapter is my own. I was the primary researcher and author of this paper. My 
contribution includes research design, data collection, data analysis, and writing of the 
manuscript. The research and publication was completed with the helpful guidance of 






Purpose: This study was situated within a longitudinal study of five teachers 
examining the realities of teaching physical education by determining the impact of 
individual dispositions and contextual factors on the career trajectories of post-primary 
physical education teachers in Ireland (Iannucci & MacPhail, 2017). One of these 
participants, Jane, was examined in this study to gain a greater understanding of the 
realities and tensions experienced by a post-primary teacher enacting two distinct sets 
of role expectations when teaching physical education and another school subject 
concurrently. Method: Data reported in this article were collected through a semi-
structured interview and living graph. An interpretative framework was used for 
analysis, assessing Jane’s perceived meanings of the identified critical incidents in 
relation to role theory. Results: Teachers timetabled with physical education and 
another subject concurrently may be expected to navigate and negotiate 2 distinctly 
different roles within the school community causing difficulty in assuming both roles 
simultaneously. Short narratives were used to convey two themes: (a) role 
prioritization and (b) role performance. Conclusion: The study results suggest that the 
already complex and multifaceted role of a school teacher (Richards et al., 2014b) 
seems to be further complicated when teachers are tasked with simultaneously 
teaching physical education and another school subject. With the presence of a role 
conflict management strategy such as role prioritization (Stryker, 1968), one can 
presume that teachers who are tasked with teaching physical education and another 
school subject may experience some level of role conflict. 




There has been a significant increase in the volume of teacher retention and attrition 
literature that has sought to better understand teachers’ careers. An important (Ryan, 
2008) and frequently studied (Konukman et al., 2010) relationship in understanding 
teachers’ careers is the extent to which physical education teachers are able to meet 
the performance expectations of simultaneously enacting the role of a physical 
education teacher and a coach. Teacher/coach (T/C) conflict, a type of inter-role 
conflict, occurs when the expected behaviours and responsibility of two roles are 
different or contrasting to the extent that it becomes difficult for one person to assume 
both roles (Richards et al., 2014b). While a significant amount of work has been done 
on the T/C conflict (Konukman et al., 2010), no work has been done exploring the 
extent of inter-role conflict when teachers are responsible for concurrently teaching 
physical education and another school subject. 
The general premise underlying this study was the notion that although there is a 
significant overlap, the expectations, experiences, and outcomes of teaching physical 
education are different from that of teaching general education (Schempp et al., 1993). 
For teachers who are required to concurrently teach physical education and another 
school subject, the reality of needing to socialize into and negotiate two distinctly 
different sets of role expectations provides a unique and potentially incompatible set 
of challenges. 
This study was situated within a longitudinal study of five teachers examining the 
realities of teaching physical education by determining the impact of individual 
dispositions and contextual factors on the career trajectories of post-primary physical 
education teachers in Ireland (Iannucci & MacPhail, 2017). As the study developed, it 
became apparent there was a unique and prevalent relationship between teachers’ roles 
as teachers of physical education and teachers of another subject(s) within the school. 
To explore this relationship further, we revisited the data using role theory, specifically 
role conflict, as a theoretical framework to better understand the experiences of one 
Irish post-primary teacher, Jane, who was teaching physical education and another 
school subject concurrently. Findings are presented in a narrative format describing 
the realities of experiencing and managing the duality of teaching physical education 
and another school subject in an Irish post-primary school. 
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3.3.1 Role theory 
On any given day, the average person assumes a diverse range of roles from spouse, 
friend, sibling, employee, parent, or athlete. Role theory (Linton, 1936) seeks to 
explain the ways in which individuals act and how they expect others to act based on 
the particular positions and statuses they occupy within society (Richards, 2015). 
There are two theoretical approaches to understanding role theory (Lynch, 2007; 
Richards, 2015): the functionalist and the interactionist. 
Traditionally, roles are understood to be largely driven by behaviour (Lynch, 2007). 
Functionalists understand roles to be a more or less agreed-upon set of expectations 
placed on individuals by society (Lynch, 2007) in relation to other people filling 
alternative roles within the social context (Ashforth, 2000). It is therefore understood 
that everyone knows how they are meant to act in a certain role and what is expected 
of others around them based on the predictability of behaviour patterns within roles 
(Lynch, 2007). This notion of roles being “simple prescriptions for correct behaviour” 
(Lynch, 2007, p. 383) emphasizes a high level of conformity to what is expected by 
an individual in a given time and place (Biddle & Thomas, 1966). Roles are therefore 
understood to be difficult to combine due to their relatively fixed nature. 
Consider the argument that with the introduction and constant enhancement and 
accessibility of technology (i.e., mobile phones) in modern society, the lines between 
what used to be clear and separate roles, like the division between being a wife and a 
teacher, for example, are constantly blurring. Individuals are forced to negotiate 
multiple roles. The interactionist approach defines roles as adaptive (Lynch, 2007), a 
contrast to the inflexibility of prescribed behaviours. Interactionists, as suggested in 
the word itself, acknowledge a reciprocal interaction between the individual, 
behaviours, and social variables (Plummer, 1991). To enact a role, individuals 
immerse themselves in the social context in which they are surrounded by others who 
assume that particular role. They then, through the lens of their own preferences and 
perceptions, monitor, anticipate, and emulate responses based on cues, experiences, 
and knowledge of others in the social context. The social construction of roles is 
critical to the interactionist approach that understands role construction to be dynamic 
and constantly shaping and reshaping (Turner, 2001). 
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For the purpose of this article, both understandings of role theory provide a framework 
in which we can begin to explore the relationship between teaching physical education 
and another school subject concurrently. 
3.3.2 Role conflict 
Role consensus occurs when all members in the “role making” (Stryker, 2001) process 
are in agreement on the expectations and behaviours of a particular role (Richards, 
2015). In the event that everyone agrees on the ways in which roles should be 
performed, roles are enacted with little tension. However, when expectations differ, 
role strain or stressors are likely to occur including role ambiguity, role overload, and 
role conflict (Richards, 2015). Role ambiguity is understood to be uncertainty in how 
one is to complete role-associated work (Abramis, 1994), including, for example, role 
expectations and behaviours. Role overload is a strain caused by an incompatibility 
between the demands of the role and the time allocated to meet such demands. Role 
overload often leads to an increase in perceived feelings of role conflict (Ryan, 2008), 
which is defined as a simultaneous confrontation of individual and societal 
expectations where compliance with one set of performance expectations affects 
performance of the other (Ryan, 2008). 
Role conflict is further divided into two categories, intra-role and inter-role. Intra-role 
conflict is specific to individuals who hold a single-status position; however, the 
responsibilities of that role are varied, which leads to an increased risk for role conflict. 
Inter-role conflict may occur when individuals play multiple roles (e.g., a teaching 
principal who is tasked with enacting the responsibilities of a principal and a teacher 
simultaneously). Conflict arises when insufficient time is allocated to roles, drastically 
different behaviours are expected or required in each role (Turner, 2001), or when 
strains of one role make it challenging to fulfil expectations of another (Greenhaus & 
Beutell, 1985). 
3.3.3 Teacher/coach conflict 
In a profession that is already viewed as complex and multifaceted (Richards et al., 
2013; Richards et al., 2014c), teachers, predominantly physical education teachers, are 
simultaneously tasked with added coaching-related responsibilities within the school 
community. Teacher/coach conflict, a type of inter-role conflict, occurs when the 
expected behaviours and responsibility of teaching and coaching are different or 
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contrasting to the extent that it becomes difficult for one person to assume both roles 
(Locke & Massengale, 1978; Richards et al., 2014). The extent to which teachers are 
able to meet performance expectations of each role has been a topic of interest to 
researchers dating back to the late 1970s (see Locke & Massengale, 1978). However, 
it is a recent belief that T/C conflict is multidimensional, and therefore, it cannot be 
assumed that all teachers who are tasked with both teaching and coaching 
responsibilities will experience role conflict (Gaudreault, Richards, & Woods, 2016). 
Factors such as personal dispositions and the school/ workplace context affect how 
individuals experience role conflict (or not; Gaudreault et al., 2016). Several studies 
have emphasized the importance of understanding the T/C relationship (Ryan, 2008) 
and the existence (Konukman et al., 2010) or nonexistence of T/C conflict (O’Connor 
& Macdonald, 2002; Woods & Lynn, 2014). 
3.3.4 Managing role conflict 
While there is evidence to suggest a balance can be found when concurrently enacting 
two roles, such as the role of teacher and coach (O’Connor & Macdonald, 2002; Ryan, 
2008; Woods & Lynn, 2014), there is also evidence to suggest it can be problematic 
(Richards et al., 2014a). To manage role conflict, individuals prioritize the roles 
performed (Richards et al., 2013). It is believed that individuals arrange their 
prioritization of roles in a salience hierarchy (Ryan, 2008; Stryker, 1968) favouring 
the roles with which they identify most (Stryker, 1968). More recently, it is believed 
that the hierarchy of roles can be predicted by the levels of accountability and reward 
the role offers; greater levels of reward and accountability result in higher placement 
in the hierarchy (Millslagle & Morley, 2004). In addition to the individual perceptions 
of reward and accountability, contextual factors—for example, the pressure by school 
administration and colleagues put on teachers of examinable subjects to prepare 
students to perform well on standardized exams—also affect the prioritization of one 
role over another (Herbert, 2007). It has been suggested in the literature that when this 
prioritization occurs, the remaining role may experience negative consequences such 
as neglect (Millslagle & Morley, 2004; Richards et al., 2014a). Role conflict is also 
believed to lead to decreased occupational commitment, poor job performance (Hom 
& Kinicki, 2001), and ultimately burnout (Drake & Hebert, 2002). 
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3.3.5 Physical education in Ireland 
The second-level education system in Ireland consists of two multiyear cycles: a 3-
year junior cycle followed by a 2-year senior cycle. The junior cycle is aimed to 
provide a broad and balanced education in a variety of subjects to prepare students for 
advancement into their senior cycle. At the end of the senior cycle, students complete 
Leaving Certificate Exams. The National Council for Curriculum and Assessment 
(NCCA) is responsible for the design of all curriculum documentation. Physical 
education has a junior cycle syllabus (Department of Education and Science 
[DES]/NCCA, 2003) and a senior cycle syllabus (DES/NCCA, 2017a), and since the 
data in this article were collected, it has been announced that physical education will 
be introduced as a Leaving Certificate Examination subject (DES/NCCA, 2017b). 
Physical education teachers in Ireland have a high level of autonomy in their program 
design and implementation of physical education as neither the junior nor senior cycle 
syllabi are based on standards/outcomes. Up until the implementation of the new 
Leaving Certificate Examination for physical education, there had been no formal 
requirement for teachers of physical education to assess or evaluate student 
achievement in physical education. In contrast to subjects that have historically been 
examined as part of the statewide standardized exams in Ireland, physical education is 
not regarded highly (MacPhail et al., 2008) nor is it compulsory (MacPhail et al., 
2005). 
3.3.6 Teaching physical education in Ireland 
The participant in this study graduated from a 4-year full-time honours bachelor’s 
degree undergraduate physical education teacher education (PETE) program in 
Ireland. Physical education teacher education programs in Ireland are unique to many 
international counterparts in that preservice teachers (PSTs) choose to study and 
eventually become qualified to teach physical education as well as another school 
subject. Preservice teachers have until the 2nd week in their 1st year of study to choose 
their other subject. As a result of this process, PSTs often refer to the subject chosen 
in addition to physical education as a “second subject” or “elective subject.” Despite 
the term “elective” often being associated with a nonexamined subject, PETE PSTs’ 
other subject options include only those that are examined as part of a school student’s 
Leaving Certificate point score in their final year of post-primary education. 
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It is common practice in Ireland for post-primary physical education teachers to 
concurrently teach the other subject. The nature of the division of allocated teaching 
hours between physical education and the other subject is varied and complex 
depending on the individual and school contexts. 
Role stress manifests as role ambiguity, role overload, and/or role conflict. Increased 
levels of role stress caused by role ambiguity and/or role overload in one or more roles 
as a result of, for example, different behaviour expectations (Turner, 2001) and 
insufficient time allocated to roles are believed to increase the likelihood of 
experiencing role conflict. The level or cause of role stress experienced when enacting 
either role may differ. However, role conflict is believed to occur when the strains or 
role stress of one role lead to the inability or difficulty to enact the expectations of the 
other role (Greenhaus & Beutell, 1985). The dynamic relationship between Jane’s 
experience teaching physical education and her experience teaching mathematics 
throughout the first 12 years of her career suggests that role stress, primarily in her 
role as a teacher of mathematics, negatively affected her role as a teacher of physical 
education. Using role theory as a theoretical framework allows us to begin to 
understand the causes of role stress experienced by Jane in her two roles and, further, 
the effect of the experienced role stress on her career trajectory and role performance. 
 Method 
3.4.1 Participants 
The participant in this study was nested within a longitudinal study of five teachers 
who were in the same graduating cohort from an undergraduate PETE program at an 
Irish university (Iannucci & MacPhail, 2017). Prior to participation, informed consent 
was obtained from all participants. Of the original five participants, two taught 
physical education for the entirety of their allocated teaching hours each week. 
Although neither were currently teaching post-primary physical education, they 
remained in education teaching at a primary or post-primary level. The remaining three 
participants had taught or were teaching physical education for a portion of their 
allocated teaching hours with the remaining hours allocated toward teaching another 
subject. In this article, Jane’s (pseudonym) story provides us with insight into her 
experiences of negotiating two differing sets of role expectations and how she 
managed or did not manage the related strains. 
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Jane was teaching in a rural, mixed-gender Irish post-primary school. She had been 
teaching at this school for 11 of her 12 years of experience with the only exception 
being her first teaching position, a 1- year maternity leave cover. Throughout Jane’s 
career, she had taught physical education and mathematics. The percentage of her 
teaching load allocated to each subject had changed throughout the course of her 
career. At the time of the last data collection point, Jane was teaching physical 
education for 20% of her teaching load, and the remaining 80% was allocated toward 
teaching mathematics. 
As a physical education teacher, Jane was responsible for teaching two double periods 
a week per class (160 min in total). She was one of three teachers in the school who 
were responsible for the physical education classes. While students stayed in their 
class groups with the same teacher for all subjects throughout their years in the junior 
cycle and again for the senior cycle, this was not the case for physical education. 
Although Jane and her physical education teacher colleagues taught the majority of 
the junior cycle physical education syllabus content areas (DES/NCCA, 2003), they 
did not have a formal reporting system for student achievement in physical education. 
Jane was the only mathematics teacher in the school who taught the most able 
mathematics students. As a result, she was responsible for teaching students in their 
final 2 years of the junior certificate classes (students in their 2nd and 3rd years in 
post-primary) as well as students in their senior cycle classes (5th and 6th years in post-
primary) preparing for the Leaving Certificate exams. Mathematics was scheduled for 
a daily single-period class (40 min), and therefore, Jane contributed a total of 200 min 
a week to the teaching of mathematics. Jane taught the same class groups throughout 
the 3 years and 2 years of the junior and senior cycles, respectively. As a result, there 
was a large amount of pressure placed on Jane to prepare her students for the national 
high-stakes Leaving Certificate Exam. A national award system is in place for teachers 
who taught the students receiving top scores in their Leaving Certificate Exams. 
3.4.2 Data collection 
Following institutional ethics board approval and the acquisition of Jane’s informed 
consent, data were collected at four points throughout Jane’s career: upon graduation 
from an Irish PETE undergraduate program, one year after graduation, seven years 
after graduation, and 12 years after graduation. This article reports primarily on the 
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data and findings collected 12 years after Jane’s graduation. Jane’s previous interview 
transcripts were read and re-read by the researchers to gain familiarity with what Jane 
had previously disclosed in the longitudinal study. Themes identified in previous 
analysis and through the re-reading process were used to inform this phase of the 
research project. Researchers also used Jane’s previous transcripts as a prompt, guide, 
and reference point throughout the interview to cross-check her in-time and 
retrospective responses to identified critical incidents. All interviews were digitally 
recorded and transcribed. 
To better understand teachers, we must understand their lives within and beyond the 
school context (Richards, 2015). To gain holistic insight into Jane, the researchers 
asked her to identify perceived critical incidents throughout her career in both her 
personal and professional lives. Tripp (1993) defined a critical incident as “some event 
or situation which marked a significant turning-point or change in the life of a person 
or an institution . . . or in some social phenomenon” (Tripp, 1993, p. 24). Rather than 
an obvious “thing” or dramatic event (Angelides, 2001), critical incidents may appear 
or occur as “commonplace” happenings (Tripp, 1993). However, they may, over time, 
develop meaning. 
Data reported in this article were collected during a semi-structured interview. On a 
provided living graph template, Jane was asked to plot perceived critical incidents that 
impacted the negotiation of her career, either positive or negative, minimum to 
maximum, during the course of her career. A sample completed living graph was 
provided to Jane to provide an example of what a completed timeline might include 
(Figure 3.2). Jane took 20 min at the onset of the interview to plot the critical incidents. 
She was then asked to talk to the researchers through her living graph while adding 
detail or explanation to each plotted critical incident. Completing the living graph prior 
to the interview served as an opportunity for Jane to reflect on her career to date. Jane’s 
living graph provided somewhat of a road map through which she narrated her career. 
At times, Jane remembered an incident that she had not originally included on her 






Figure 3.2. – Completed living graph example. 
 
3.4.3 Data analysis 
An interpretative framework was used to analyse the transcribed interview and living 
graph to assess Jane’s perceived meanings of the identified critical incidents in relation 
to role theory. Thematic analysis (Braun & Clarke, 2006) was used to develop and 
continuously compare themes, identify properties, and explore relationships. Main 
themes were then identified and were narrowed down for analysis and dissemination. 
To ensure trustworthiness of the project, the credibility, validity, and rigor here 
enhanced. Triangulation was used to establish themes supported by all data sources 
(Creswell, 2012). Discussions were encouraged (Lincoln & Guba, 1985) using peer 
debriefing between researchers during multiple stages of the project including the data 
collection and analysis. The participant was also given the opportunity to verify 
accuracy through member checking, which allowed the participant to read her typed 
transcripts and elaborate on and/or remove any content. 
3.4.4 Narrative analysis 
There has been a significant increase in the use of narrative inquiry to study the 
professional lives and careers of teachers (Cheng, 2016). Polkinghorne (1995) 
differentiated two distinct research practices under the umbrella term of narrative 
inquiry. The first was the “analysis of narratives,” a method by which stories are used 
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as data, and the second was “narrative analysis” where narratives are used to analyse 
and present collected data. This study utilized the latter practice in which a 
participant’s personal experiences are collected through interviews and are then retold 
as stories. Narrative analysis utilizes story elements including plot, scene, and time to 
frame the experiences of participants, while paying specific attention to what the 
participants perceive as significant (Creswell, 2012; Webster & Mertova, 2007). 
Webster and Mertova (2007) suggested the use of narratives as a valuable approach 
when focusing on critical life events or critical incidents due to the potential to address 
the complexities and subtleties of human experiences and thought in a rich and holistic 
manner. 
Direct quotes from Jane’s interview are subsumed within the narratives presented to 
emphasize particular elements of her experience and the reality of teaching physical 
education and another school subject.  
 Results 
This section uses a narrative of Jane’s career in relation to her experiences of teaching 
physical education and another school subject to explore the realities of enacting dual 
roles within a school. Short narratives are used to convey two predominant themes—
role prioritization and role performance. 
3.5.1 Role prioritization 
Role prioritization occurs when an individual prioritizes one role over another (Ryan, 
2008; Stryker, 1968) when experiencing role conflict as a result of enacting two roles 
with different or contrasting responsibilities or expectations. Jane, like many, began 
her teaching career by filling a 1-year temporary position covering a maternity leave 
following which she secured a fulltime job of her own.  
I learned a lot during my first year teaching, so in that sense it was positive. 
But actually, when thinking from a PE (physical education) point of view, 
it was quite negative. I went into the job post expecting to have ‘proper PE 
classes’ but ‘PE was games . . . there was no proper PE in the school.’ 
Knowing that I was only going to be at that particular school for 1 year 
allowed me to ‘see it for what it was.’ I would remind myself that most 
schools are teaching ‘proper, regular [physical education] classes.’ So, 
when I received my first permanent teaching position, I saw it as a positive 
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change. However, I first received ‘no PE hours,’ instead teaching my 
elective for the entirety of my allocated hours. I was ‘itching to get into 
PE.’ It was big negative for me in my 2nd year teaching when I had no PE, 
again. I spent the first 5 to 6 years continuously ‘fighting for a little bit 
more PE,’ which I eventually received, whereas now I would be looking 
for more hours teaching my other subject. I’ll put it this way: If I was told 
next year I have no PE on my timetable, I wouldn’t be overly upset, 
‘[w]hereas if I came back and I had a full timetable of PE I would be 
devastated.’ My priority in the school is preparing the students in my 
mathematics classes for their final Leaving Certification Exams. That’s 
the reality of it. So, ‘as a result then whenever I have . . . PE, that is seen 
as, to me, seen as classes I don’t have to prepare for.’ 
In the early years of Jane’s career, she was keen to implement what she felt was a 
quality physical education program and to teach physical education for the majority 
of her allocated teaching hours each week. This provided a clear contrast to the shift 
in prioritization seen later in her career. Jane was no longer interested in investing time 
or energy into her physical education classes. Nor would she have been upset about 
losing all her remaining allocated physical education teaching hours to her elective 
subject. 
3.5.1.1 Accountability 
Jane prioritized her role of teaching her elective subject over teaching physical 
education based on a greater sense of accountability. 
I thrive on the accountability and structure of mathematics. I know I need 
to prepare the students for their Leaving Certification Exams. That’s the 
ultimate goal. They rely on me which is a source of personal motivation. 
It helps that the way the scheduling is set up in the school, I teach the same 
class every day for the 2/3 years prior to their examination. If they do not 
produce results on their examinations, it pretty much falls on my 
shoulders. The students depend on me. In contrast, I find it ‘hard to 
motivate myself’ [when] teaching physical education. I may have the same 
students from year to year, or I may not. At least now, our physical 
education classes are double periods (70– 80 min). For a number of years, 
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we would see our students once a week for a 40-min class. ‘I mean, you 
might as well not have [physical education] if you have a single [period 
class].’ But, ‘we fought that [battle] years ago.’ The other PE teachers and 
I “insisted” that PE be scheduled for more than 40 min a week. ‘We had 
to stand very strong on it because every year, we’d get our timetable back 
and it’s the same problem . . . We would write our timetabling request in 
[our department’s year-end review] . . . we would write letters to the 
principal.’ Our current administration is much more supportive of 
timetabling physical education; ‘it is no longer an issue . . . we just assume 
[two double periods] is the way it’s going to be.’ We have three physical 
education teachers, all of whom have split timetables between physical 
education and another subject. Only one of the teachers isn’t qualified to 
teach physical education. I doubt that will be the case next year following 
the upcoming Whole School Evaluation. Despite having a relatively good 
physical education program here, ‘it does come down to the fact that it’s 
not a Leaving Certificate Exam subject. I mean, if I knew I had to get them 
ready for this, that, and the other, then I would be a lot more motivated. I 
would be prepared to spend much more time on it, and I’m not.’ 
It is clear that Jane felt like she was held accountable by the students as well as by the 
school administration for preparing students for the mathematics Leaving Certification 
Exam. Despite having a principal who Jane perceived to be supportive of physical 
education, in the principal’s willingness to accommodate timetabling and equipment 
requests from Jane and her physical education teacher colleagues, there did not appear 
to be the same level of accountability requested of the physical education teachers. As 
a result, Jane prioritized the mathematics teaching role that held her accountable. 
3.5.1.2 Rewards 
Jane also prioritized her role of teaching her elective subject over physical education 
as a result of feeling a greater sense of personal fulfilment and potential for promotion. 
I was only teaching in the school for 1 year before I got my first temporary 
post of responsibility, which turned into a permanent post of responsibility 
the following year. ‘That’s a big deal for a teacher, particularly when 
you’re only barely in the door,’ so to speak. ‘So, that really gives you a 
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sense that what you are doing is working and it’s positive reinforcement.’ 
That was important to me. As the years pass, I’ve started teaching higher-
level classes in mathematics. I am the only mathematics teacher that is 
timetabled with honours-level classes. These are the higher-level classes 
that will go on to complete the Leaving Certificate Exam. It is ‘a major 
bonus . . . to get entrusted with honours,’ [w]hereas teaching physical 
education, there aren’t the same opportunities for rewards or recognition. 
You might receive ‘intrinsic reward sometimes, but there’s probably not 
enough of it.’ ‘I’m always thinking.’ I would be questioning, ‘[W]hy can’t 
we do this? And why can’t we do that?’ My involvement in extracurricular 
activities provides me with the opportunity to collaborate and exchange 
best practices with international colleagues. I really enjoy learning from 
how teachers in different contexts overcome challenges that are similar 
and different to the ones we face in our school. Not necessarily subject-
specific, but sometimes. I am always bringing new ideas to staff meetings, 
presenting solutions to problems, that sort of thing. ‘Most of the time I get 
banged back down to earth again [by my colleagues within the school 
telling me to be more realistic], but sure, it doesn’t stop me from trying.’ I 
am ‘very ambitious . . . it’s just in my makeup.’ ‘You have to have things 
under your belt if you want to proceed,’ so I enrolled in an Educational 
Leadership postgraduate course. It was ‘worthwhile,’ but my ‘overriding 
reason [for enrolling] would have been for promotion.’ ‘I am ambitious 
and I wanted to get an A post (promotion).’ That’s the honest answer. I am 
‘next in line’ for one. I will have to interview for the promotion, but I am 
hopeful. 
Jane found great personal satisfaction when she was rewarded for her efforts. This 
satisfaction was evident in her appreciation for the positive feedback she received in 
the form of securing posts of responsibilities and being timetabled to teach the honours 
mathematics classes. Jane appeared to be constantly motivated and inspired by her 
international colleagues to challenge her practice, yet she also stated that she continued 
to teach her physical education classes the same way that she had for the entirety of 
her physical education teaching career. She put in very minimal effort to plan and 
prepare for classes and chose to rather focus on mathematics. One can therefore begin 
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to speculate that Jane did not see any potential for promotion in her role of a physical 
education teacher, which likely contributed to the reprioritization of physical 
education below mathematics in Jane’s hierarchy of roles. She instead chose to spend 
her energy on the responsibilities and expectations of her role in teaching mathematics. 
3.5.2 Role performance 
It is believed that when individuals prioritize one role over another as a result of 
experiencing role conflict, the performance of the role that falls below the other in the 
prioritization hierarchy can experience neglect or decreased role performance 
(Millslagle & Morley, 2004; Richards et al., 2014a). 
Early on in my career, I needed to be an advocate for physical education 
in the school. But I suppose we fought that fight years ago now. We, the 
physical education teachers, would have written letters at the end of every 
academic year to the school management with timetabling 
recommendations fighting for double period physical education classes. 
When I was first scheduled for physical education hours, my colleague 
and I were ‘very much on the same page.’ ‘We sat down, we made a 
program, we stuck to the program.’ However, over the years, my level of 
investment in physical education has diminished. It is 10 years later, and 
although we might vary strategies here and there, ‘we’re still sticking to 
the [same] program.’ ‘I put so much time and effort into teaching 
mathematics, but I don’t put that much time and effort into PE.’ I don’t 
really change much I’m afraid. ‘I don’t do any preparation; I teach it as 
I’ve taught for nearly the last 10 years.’ It’s just, my physical education 
classes have become ‘very mundane.’ 
Jane no longer invested the same amount of time and energy into her physical 
education program as she once had earlier in her career, as denoted in the previous 
interviews. Jane suggested that she did not put any effort into planning her physical 
education lessons at all as she continued to teach the same program she had for years. 
She admitted to not being motivated to reinvest the energy to update the program 
herself as she and her colleagues collaboratively designed the program in her first 2 
years of teaching physical education. As such, Jane very clearly articulated that she 
did not put near as much effort into teaching physical education as she did 
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mathematics. And as a result, her physical education classes had become stagnant. 
This was a contrast to her efforts in the early years of teaching physical education 
when she was constantly advocating for more time allocation and seeking to improve 
the school’s physical education program in her efforts to work with colleagues to plan 
a comprehensive physical education program. As a result of Jane prioritizing the 
responsibilities associated with teaching mathematics, her physical education classes 
had been neglected. They had become somewhat of a “break” in her workload; Jane 
could show up to class and teach her lesson with minimal effort. 
 Discussion 
The purpose of this study was to gain a greater understanding of the realities and 
tensions experienced by an Irish post-primary teacher enacting two distinct sets of role 
expectations when teaching physical education and another school subject 
concurrently. Results of the study suggest that the already complex and multifaceted 
role of a school teacher (Richards et al., 2014c) seems to be further complicated when 
teachers are tasked with simultaneously teaching physical education and another 
school subject. Teachers timetabled with physical education and another subject 
concurrently may be expected to navigate and negotiate two distinctly different roles 
within the school community and face difficulty in assuming both roles 
simultaneously. The most notable finding was evidence of role prioritization, a 
dynamic identified as a role conflict management strategy (Ryan, 2008; Stryker, 
1968), similar to what was found in the T/C conflict literature. The results, including 
role prioritization as a result of the level of accountability and reward offered from 
roles, which support role conflict literature (Millslagle & Morley, 2004) and the 
resulting role performance, are discussed following. 
Despite Jane beginning her career with a strong disappointment in the lack of allocated 
timetable hours teaching physical education, she currently identified as a teacher of 
her other subject. In support of Stryker’s (1968) belief that when experiencing dual-
role conflict, individuals favour the role with which they most identify, Jane was quick 
to state that she prioritized her role as a teacher of her other subject, although it was 
not always the case. Early in Jane’s career, she identified as a teacher of physical 
education. Perhaps more similarly to recent beliefs in role management literature, Jane 
appeared to prioritize her roles in a hierarchy based on higher levels of accountability 
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and reward offered (Richards & Templin, 2012) from her other subject in comparison 
with her role as a physical education teacher. 
Jane, as a teacher of mathematics, was held accountable to prepare her students for the 
Leaving Certificate Exam. The Leaving Certificate Exam results are high-stake in 
nature as they are, in most cases, the sole entry predictor to third-level institutions in 
Ireland. With the general understanding that students must perform well on their 
Leaving Certificate Exams, teachers of examined subjects appear to be held to a higher 
level of accountability by colleagues, school management, and parents compared with 
teachers of non-examined subjects. In Jane’s school context, particular value was 
placed on core subjects (i.e., Irish, mathematics, and English), which traditionally are 
considered “academic.” This finding supports T/C conflict literature, which has 
identified that T/Cs who work in an environment where administration, colleagues, 
and the wider school community value the successes of one role over another prioritize 
the role perceived to have greater value (Herbert, 2007). In Jane’s experience, 
mathematics was considered a core, academic, and examinable subject, thus 
increasing the sense of reward and accountability received from stakeholders within 
the school community. Jane’s experience of role conflict was between two roles that 
were considered to have different sets of expectations and responsibilities (Schempp 
et al., 1993) yet were associated with a single teaching position/contract within the 
school and were enacted during a traditional school day. This finding was in contrast 
to the T/C, for whom roles are enacted at different times throughout the day (e.g., 
teaching during school hours and coaching as an extracurricular/afternoon 
commitment). Although beyond the scope of this article, the different nature of 
conflicting roles in Jane’s case to that of T/C conflict does raise the question as to the 
impact of subject status on teachers’ experiences of role conflict between teaching 
physical education and another school subject within the same school. If school 
management and administrators, students, and the school community place greater 
value on (and give more recognition to) one role resulting in the prioritization of that 
role over the other, then it may have a significantly negative impact on job 
performance (Hom & Kinicki, 2001). This was the case for Jane’s role as a physical 
education teacher in the school, and further work is needed to understand the influence 
of subject status on teachers’ experience of this type of role conflict. 
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Jane also perceived to receive rewards when teaching mathematics in the form of a 
professional promotion and opportunities to progress in her career—for example, 
being entrusted with honours-level mathematics classes. Jane self-identified as 
ambitious and always wanting to improve and progress. Throughout Jane’s career, she 
had opportunities to progress within the school whether through receipt of a temporary 
post of responsibility or being entrusted with the honours-level classes in mathematics. 
These opportunities for professional promotion were not available for Jane in her role 
as a physical education teacher, thus supporting the belief that the level of reward 
offered from each role is a predictor of which role will be prioritized over the other 
when role conflict occurs (Richards & Templin, 2012). 
Unlike Everett in Woods and Lynn’s (2014) article, who showed no sign of role 
conflict or role prioritization as a result of his dual-role position (teaching and 
coaching concurrently), Jane prioritized one role to the detriment of the other—for 
example, leaving her role-related responsibilities of teaching physical education to 
negative consequences such as neglect. Although Jane and Everett experienced dual-
role positions within their teaching careers, there were some distinct differences. 
Everett taught at a primary school and coached at a secondary level, perhaps affording 
him more space to separate his two roles (Woods & Lynn, 2014) and supporting early 
theories that spatial and temporal separation is necessary for role performance 
(Connell, 1985). Jane, on the other hand, enacted both of her roles at the same school 
with the same school colleagues, students, and administration. This finding may 
contribute to the incompatibility of simultaneously enacting both roles. Jane primarily 
entered teaching identifying as a teacher of physical education, the role that was held 
to lower levels of accountability and received less reward and praise. Everett’s source 
of motivation to enter his career was coaching, a role that has been suggested in the 
literature to, more often than not, be ranked higher in priority than its dual-role 
counterpart by individuals who are teaching and coaching. Similarly, Joe, a late-career 
physical education teacher and coach (Templin, Sparkes, Grant, & Schempp, 1994), 
primarily identified as a coach and appeared to be quite happy with his dual-role 
career. Any role prioritization that may have occurred in his career was not objected 
by anyone (Templin et al., 1994). Joe’s school was academic-focused and did not seem 
to have high expectations for him to “win the best teacher award or be highly 
successful on the athletic field” (Templin et al., 1994, p. 290). The different 
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experiences of Everett, Joe, and Jane reinforce recent beliefs that dual-role teachers 
who teach and coach, and perhaps teach physical education and another subject, do 
not automatically experience role conflict (Gaudreault et al., 2016). A number of 
factors, including personal dispositions and contextual factors, affect individual 
experiences. 
3.6.1 Limitations and Future Research  
Although this study makes an important contribution to the literature, there are some 
limitations. Firstly, the findings presented in this article are from one participant’s 
experience of teaching physical education and another school subject and are not a 
generalization of all teachers concurrently teaching physical education and another 
school subject. As such, further work is necessary to extend understanding on the 
prevalence and experiences of dual-role teachers of this nature. Also, there is currently 
no instrument developed to measure role conflict with physical education and another 
school subject. The development and validation of an instrument are important next 
steps to advancing future research in this area. 
 Conclusion 
With the presence of a role conflict management strategy such as role prioritization 
(Richards et al., 2013; Ryan, 2008; Stryker, 1968), one can presume that teachers who 
are tasked with teaching physical education and another school subject may 
experience some level of role conflict. Further research is required to determine the 
extent to which teachers experience this type of inter-role conflict. 
Since the data reported in this article were collected, the Leaving Certificate Exam in 
physical education in Ireland has been approved. Perhaps this development will 
increase the accountability and status of physical education in Irish post-primary 
schools. As such, it may reduce the effects of inter-role conflict experienced by 
teachers of physical education and another school subject due to the other school 
subject being examinable. However, it is likely that such profound changes in school 
ethos will take time to develop. 
Another way to address the impact of such role conflict is for PETE programs to 
include opportunities to prepare PSTs to negotiate expected challenges related to role 
conflict. Richards et al. (2013) suggested a need for teacher education programs to 
utilize evidence-based approaches to prepare PSTs for the realities of teaching a 
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marginalized subject. Preservice teachers should learn what role conflict may be 
experienced as a result of teaching physical education and another school subject and 
how it is managed or not, so they can be better prepared to successfully negotiate 
related challenges throughout their teaching careers. Understanding the potential for 
role conflict may inform PSTs’ search for employment and ultimately which positions 
they choose to accept. 
We cannot say with certainty that role conflict is experienced by Irish post-primary 
teachers of physical education and another school subject. However, we can assume 
based on the strong parallels to role conflict management in T/C conflict literature in 
Jane’s experience that it is an element of teachers’ professional lives that warrants 
further understanding. This study contributes an increased appreciation for the 
multifaceted and complex nature of teaching, in particular when teachers are expected 
to enact dual roles within the school community. Future work in the area can lead to 
understanding the nuances of teaching physical education and another school subject 
with respect to the individual and their school/working context to better understand 
the realities of teaching. 
3.7.1 What does this article add? 
Many countries are currently in a professional climate plagued by teacher shortages. 
It is therefore warranted to study teachers’ careers and professional lives, particularly 
with an effort to understand influences on teachers’ career trajectory decisions. This 
study contributes to the unpacking of teachers’ multifaceted professional lives during 
the course of their careers given the longitudinal nature of the data collected. 
Specifically, this study is the only known study that has identified empirical evidence 
of an inter-role conflict occurring when teachers are simultaneously tasked with 
teaching physical education and another subject in a school, and therefore, this study 
addresses a gap in the literature. As is evident in Jane’s career, assuming dual and 
differing teaching roles in the school compromised her ability to fulfil the expectations 





 Chapter Summary 
The findings presented in this chapter contribute new knowledge to our understanding 
of the nuanced professional lives and careers of physical education teachers in Irish 
post-primary schools by illuminating a phenomenon experienced as a reality of 
teaching physical education and another school subject(s) concurrently that has not 
previously been identified or studied in the literature. Results identify a challenge that 
teachers who are tasked with teaching physical education and another school 
subject(s) concurrently may be expected to navigate and negotiate within the school 
community and throughout the course of their careers.  Specifically, this chapter 
provides initial evidence of a new type of interrole conflict experienced by teachers 
who are tasked with teaching multiple school subjects concurrently such as the role 
management strategies of role prioritisation and role performance.  
This conclusion critically informed the upcoming study in the development and 
subsequent validation of an instrument measuring the extent to which teachers who 
are concurrently tasked with the responsibilities of teaching physical education and 
another school subject(s) experience role conflict.  In combination, the results from 
chapter 2 and this chapter contribute to the conceptual support for the design of the 
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The qualitative phase of this research, particularly the results presented in chapter 3, 
identified initial evidence of a phenomenon that has not previously been researched in 
the physical education literature. That is, teachers who are tasked with teaching 
physical education and another school subject(s) may experience some level of 
interrole conflict. Consistent with the sequential exploratory mixed methods research 
deign strategy (Creswell et al., 2003), in this chapter I begin phase two to explore the 
aforementioned phenomenon using quantitative methods. Specifically, I develop and 
validate an instrument, the content of which was grounded in the qualitative results 
from the first phase of the research. 
To begin to understand the prevalence and experiences of dual-role teachers of this 
nature this chapter aligns with research aim (iii) as it seeks to develop and validate an 
instrument to measure role conflict experienced by teachers who are responsible for 
teaching multiple school subjects concurrently, particularly physical education and 
another school subject(s).  
I, Cassandra Iannucci, hereby declare that the work contained within the current 
chapter is my own. I was the primary researcher and author of this paper. My 
contribution includes research design, data collection, data analysis, and writing of the 
manuscript. The research and publication was completed with the helpful guidance of 
my supervisors Prof Ann MacPhail and Dr K. Andrew R. Richards who contributed 







There is a need to better understand the reality of enacting dual teaching positions, or 
roles, within a school. Therefore, role conflict experienced by teachers who are tasked 
with concurrently teaching multiple subjects warrants further understanding. For 
example, teachers responsible for teaching physical education and another school 
subject(s). There is, however, currently no published instrument for measuring role 
conflict of this nature. The purpose of this study was to develop and validate the 
Teaching Multiple School Subjects Role Conflict Scale, an instrument to measure 
interrole conflict between the roles of teaching physical education and another school 
subject(s). Research aims included:  (a) developing the instrument, (b) identifying a 
factor structure for the instrument using exploratory factor analysis, (c) confirming the 
factor structure through confirmatory factor analysis, and (d) examining the 
correlation between the newly validated measure and conceptually similar (i.e. role 
stress) and dissimilar (i.e. resilience) constructs. Exploratory factor analysis identified 
a stable three-factor, nine-item solution, including Schedule Conflict, Energy 
Expenditure Conflict, and Status Conflict. Confirmatory factor analysis supported this 
solution, χ2(24) = 47.16, p < .001, NNFI = .950, CFI = .967, SRMR = .069, RMSEA 
= .069. The newly validated scale correlated appropriately with conceptually similar 
and dissimilar constructs. 
Keywords: Role theory, interrole conflict, teacher identity, exploratory factor analysis, 





It has been argued that teaching is a complex and multifaceted profession (Richards et 
al., 2013). On a day-to-day basis teachers are expected to fulfil a number of roles and 
responsibilities that include instruction, assessment, management, and additional 
administrative work. As such, teaching has been identified as a profession that is 
susceptible to burnout (Tsigilis, Zournatzi and Koustelios, 2011). A layer of 
complexity is added for teachers who fulfil the responsibilities of coaching 
extracurricular sports teams within the school context in addition to their teaching 
responsibilities (Konukman et al., 2010). Using role theory (Linton, 1936) as a 
framework, it is believed that interrole conflict may occur when an individual is unable 
to meet the expectations and responsibilities of two roles while being enacted 
concurrently. This is due to contrasting or incompatible expectations of how one or 
both roles should be performed (van Rens, Borkoles, Farrow, Curran, & Polman, 
2016) or when roles combined become unmanageable or too time consuming 
(Richards & Templin, 2012). Interrole conflict, therefore, includes an element of role 
overload that presents in the management of multiple roles.  
Interrole conflict occurring when an individual is responsible for fulfilling dual roles 
is well studied in the literature (Konukman et al., 2010). For example, teacher/coach 
conflict (Richards et al., 2014a) and work-family conflict (Michel, Kotrba, 
Mitchelson, Clark, & Baltes, 2011; Park & Liao, 2000). It has recently been suggested 
that teachers’ professional lives may also be affected by another dual role position 
within the school context that warrants further investigation. That is, being a teacher 
of multiple school subjects (Iannucci & MacPhail, 2017; Iannucci & MacPhail, 2018), 
and more specifically when the different subjects have subject specific roles and 
responsibilities that are different or contrasting to the extent to which it becomes 
difficult for one person to fill both sets of expectations. 
Teaching multiple subjects concurrently is a phenomenon possible in countries where 
teachers are dual subject qualified upon graduating from their teacher education 
programmes, as is the case for approximately half of European countries (Hardman, 
2008), Canada (Gambhir, Broad, Evans and Gaskell, 2008), and South Africa 
(Nompula, 2013) . Although little is known about the dual role of teaching multiple 
subjects qualitatively, even less is understood from a quantitative perspective as there 
is no quantitative measure, validated or otherwise to capture the extent of this type of 
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interrole conflict. In order to further understand this role conflict this study sought to 
develop and validate a scale to measure the extent of role conflict experienced by 
teachers of multiple subjects, specifically teachers of physical education and another 
school subject(s) using role theory (Linton, 1936; Merton, 1957) as a guiding 
framework. 
4.3.1 Role theory as a Guiding Framework 
Role theory (Linton, 1936; Merton, 1957) is a sociological perspective that seeks to 
explain the ways in which individuals act and how they expect others to act based on 
the position they hold in society (Hindin, 2007). Role theory has been adapted by 
educational researches to help understand the how the role of a teacher is 
conceptualized through social construction within the school context (Conley & 
Woosley, 2000; Conley & You, 2009). At any given time, an individual can occupy 
multiple statuses, for example, an individual may be a mother, lawyer, and activist 
concurrently. In an effort to articulate how individuals occupy these positions a theatre 
metaphor is often used to describe an individual as a social actor playing a role 
(Stryker, 2001). Their behaviours as actors are influenced by the role they are playing. 
The position on its own is referred to as a status where the behaviours or enactment of 
that status is referred to as a role (Richards et al., 2014a).  
When key stakeholders within a social setting agree on the ways in which roles should 
be performed, role performance tends to exist with little tension (Biddle, 1986; 
Richards et al., 2014a). Complete role consensus is rare, however, and when 
individuals hold differing performance expectations, role stressors (also referred to as 
role strain (Mui, 1992)) are likely to occur (Richards, 2015). The three most prominent 
role stressors studied in the educational literature include role overload, role 
ambiguity, and role conflict (Conley & You, 2009; Turner, 2001) which are separate, 
yet related, constructs (van Rens et al., 2016). Role overload occurs when the demands 
of a role are greater than the individual’s available resources (for example, energy and 
time; Hindin, 2007). Role ambiguity is when the expectations of a role are not 
complete or are vague to the extent that it becomes difficult to understand and fulfil 
the expectations of the role (Hindin, 2007). Role conflict arises with insufficient time 
allocated to roles, drastically different behaviours expected or required in each role 
(Turner, 2001), and when the strains and time commitments of one role makes it 
challenging to fulfil expectations of another (Greenhaus & Beutell, 1985).  
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Role stressors may occur in one role or across multiple (Richards, 2015). For example, 
there are two types of role conflict: intrarole and interrole conflict. When individuals 
in a single status position are responsible for varied roles and responsibilities (e.g. a 
classroom teacher is responsible for instruction, classroom management, assessment) 
with contradictory or ambiguous expectations, they may experience intrarole conflict 
(Katz & Kahn, 1966). Interrole conflict occurs when individuals play multiple roles 
and the expected behaviours and responsibilities of the roles are distinct or conflicting 
to the extent that it becomes difficult to meet the expectations for both (Richards et 
al., 2014a). A well-studied interrole conflict in the physical education literature is the 
extent to which physical education teachers are able to meet the performance 
expectations of simultaneously teaching physical education and coaching 
extracurricular sports (Konukman et al., 2010; Ryan, 2008).  
While there is evidence to suggest a balance can be found when concurrently enacting 
dual roles (Iannucci & MacPhail, 2017; Woods & Lynn, 2014), there is also evidence 
which suggests it can be problematic (Iannucci & MacPhail, 2018; Richards et al., 
2014a). When challenges arise, individuals tend to manage interrole conflict by 
prioritizing roles (Iannucci & MacPhail, 2018; Richards et al., 2013). Personal 
preferences, award and accountability structures, and contextual factors can influence 
role prioritization (Herbert, 2007). When prioritization occurs, roles that received 
lower priority may experience negative consequences, such as neglect (Iannucci & 
MacPhail, 2018; Millslagle & Morley, 2004). Role conflict is also believed to lead to 
decreased occupational commitment, poor job performance, and ultimately burnout 
and early career attrition (Drake & Hebert, 2002; Hom & Kinicki, 2001).  
While the experience of role stress can lead teachers and other human service 
professionals, to feel burned out (Byrne, 1994), resilience, which is understood as the 
ability to efficiently recover from stressful situations (Gu & Day, 2007), may offer 
insight into how some teachers are able to survive and thrive in dual role positions 
(Richards et al., 2014a). Research has shown that teachers with higher levels of 
resilience are better able to overcome stressful working conditions (Gu & Day, 2007; 
Richards, Lux & Woods, 2017). Therefore, teachers who are more resilient experience 
less effects of role conflict, role overload and role ambiguity (Richards et al., 2016). 
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4.3.1.1 Teaching Multiple School Subjects Role Conflict  
While a significant amount of work has been done on the teacher/coach conflict (see 
Konukman et al., 2010), only one qualitative study (see Iannucci & MacPhail, 2018) 
has begun to identify and understand the dual role conflict experienced by teachers of 
multiple subjects, specifically physical education and another school subject(s). In a 
study conducted by Iannucci & MacPhail (2017) it was suggested that when teachers 
are responsible for teaching multiple school subjects they can experience a push-pull 
dynamic between the two roles. Further, this dynamic might influence career 
trajectory decisions, such as the one to leave physical education teaching. However, it 
was also proposed that teaching a combination of two subjects may dilute the negative 
effects of challenges faced by teachers of a marginalized school subject when 
responsible for teaching that subject for the entirety of their allocated teaching hours. 
Revisiting the data through a role theory lens, Iannucci & MacPhail (2018) identified 
parallels between one participant’s professional life and the teacher/coach conflict 
literature. The results of their study suggest that dual subject teachers can, and perhaps 
do, experience role conflict.  
In this study we draw upon literature related to role theory, specifically role conflict 
to operationally define Teaching Multiple School Subjects Role Conflict (TMSS-RC) 
to be influenced by three main factors: (a) feelings of greater value or status placed on 
one role over the other as a result of subject status and marginalization, (b) contextual 
challenges such as timetabling and isolation, and (c) energy expenditure such as 
feelings of being spread too thin as a result of an overload of conflicting demands on 
their physical and emotional energy. In the following sections we will unpack each in 
turn providing a rationale for how each factor is related to the idea of teaching multiple 
school subjects role conflict. 
4.3.1.2 Subject status and marginalisation  
Often viewed as a subject that is considered to be more practical than cognitively 
challenging, physical education is often labeled as a low status subject in school 
contexts, thus is considered a marginalized subject (Lux & McCullick, 2011). This is 
enforced by the school subject hierarchy whereby academic subjects, or subjects often 
viewed as cognitively challenging and believed to align with the central mission of 
schooling, are seen to hold more importance compared to subjects often seen as non-
academic, such as physical education, and therefore are placed higher on the subject 
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hierarchy within a school (Richards et al., 2016). The closer the subject placement is 
to the top of the hierarchy, the more likely the teacher of that subject is to receive 
greater levels of prestige, resource allocation, priority in timetabling etc. than teachers 
of subjects that are ranked lower. The teachers of subjects ranked lower on the subject 
hierarchy are more likely to experience feelings of marginalization than teachers 
ranked higher on the hierarchy (Richards, 2015). 
4.3.1.3 Isolation 
Isolation may also have a negative effect on the lived experiences of physical 
education teachers. Physical education teachers in particular are more susceptible to 
feelings of physical and intellectual isolation (Curtner-Smith, 2001; Stroot & Ko, 
2006) due to the often remote location of the gymnasium in comparison to the 
remainder of the school infrastructure (Richards & Templin, 2011; Williams & 
Williamson, 1998). Further, itinerant physical education teachers who travel between 
buildings or, potentially, between multiple schools may feel more isolated than those 
who teach in a single location (Curtner-Smith, 2001; Gaudreault et al., 2017). We, 
therefore, anticipate that this particular type of isolation, as experienced by teachers 
who are responsible for teaching, travelling between, and negotiating the associated 
and potentially problematic scheduling of teaching in different designated or isolated 
spaces within the school organization, may experience increased feelings of role 
stress, specifically role conflict. Considering that it is highly unlikely that teachers of 
physical education and another school subject(s) teach both subjects in the same 
designated space it is likely that teachers of multiple school subjects negotiate this 
contextual challenge as a regular occurrence. 
4.3.1.4 Workload/expectations and responsibilities 
Teachers also experience feelings of stress when they are unable to fulfil the 
expectations of their work (Richards et al., 2017). For example, when teachers feel 
overwhelmed and overworked as a result of a heavy workload (Khaleel, 1999; 
Mohammed, 2000). Further, Richards et al., (2014a) suggest that teachers feeling as 
if they do not have the resources, time or energy to fill the responsibilities associated 
with both of their roles can influence their experience of role conflict. Although there 
is a significant overlap, the expectations, experiences, and outcomes of teaching 
physical education is different than those of other school subjects (Schempp et al., 
1993; Tsigilis et al., 2011). Therefore, we suggest that the workloads associated with 
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the distinct roles of teaching physical education and teaching another school subject(s) 
may become problematic if/when the role specific workloads and responsibilities are 
competing or contrasting to the extent that it becomes too much for one person to 
manage effectively. This may result in feelings of being ‘spread too thin’ whether it 
be emotionally, physically, and/or mentally. 
 Rationale and Purpose for the Study 
Having operationally defined role conflict caused by teaching multiple school subjects 
as including subject status and marginalisation, isolation, and workload/expectations 
and responsibilities we note that there is no existing validated measures in the literature 
to capture teachers’ experiences along these dimensions. A validated scale would be 
an important first step in allowing scholars to measure dual subject teachers’ 
experiences of role conflict, explore the relationship between teachers’ experiences of 
role conflict and other theoretical and related constructs. For example, scholars can 
begin to explore the impact different subject combinations have on teachers’ 
experiences of role conflict. The purpose of this study was to develop and validate the 
Teaching Multiple School Subjects Role Conflict Scale (TMSS-RCS), an instrument 
to measure interrole conflict between the roles of teaching physical education and 
another school subject(s). Research aims included:  (a) developing the TMSS-RCS, 
(b) identifying a factor structure for the TMSS-RCS using exploratory factor analysis 
(EFA), (c) confirming the factor structure through confirmatory factor analysis (CFA), 
and (d) examining the correlation between TMSS-RCS and conceptually similar (i.e. 
role stress) and dissimilar (i.e. resilience) constructs. 
 Methods 
4.5.1 Item creation process 
Items included on the TMSS-RCS were developed and content validated through a 
six-step process, which mirrored that used by Weiss, Bolter, and Kipp (2014), and 
involved (a) reviewing theory and previous literature, (b) conducting interviews with 
physical education teachers, (c) creating a pool of items, (d) enlisting the help of 
experts, (e) conducting a pilot study, and (f) finalizing the list of items.  
Following steps (a) and (b), it was determined that we would use the validated 10-item 
Teacher/Coach Role Conflict scale (Richards et al., 2014a) as the basis for developing 
our items. The ten items on this survey were modified to reflect instances of teaching 
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physical education and another subject(s) simultaneously. These amendments were 
guided by literature related to the professional lives and careers of teachers, 
particularly on teacher retention and attrition. We then created a pool of items (c). 
Because we were interested in modifying the Teacher/Coach Role Conflict Scale to 
pertain to the experiences of teachers of physical education and another subject(s) we 
kept all items measuring the impact of teaching on coaching consistent by changing 
the wording to reflect the impact of teaching physical education on teaching another 
school subject(s). All items on the original Teacher/Coach Role Conflict Scale 
measuring the influence of coaching on teaching were amended to reflect the impact 
of teaching another school subject(s) on teaching physical education.  
 During step (d) enlisting the help of experts, three separate focus group 
interviews were conducted with a panel of experts (N=6) which included two physical 
educators who are currently teaching another school subject(s) and four experts, 
including measurement specialists and teacher educators. These focus groups had the 
primary purpose of evaluating the construct validity of the pool of items developed. 
As a result of data gathered during the focus group interviews, there were some minor 
wording edits to items, two original items were removed, and eight new items were 
created and added to the survey. Teachers and experts who participated in the 
interviews were provided with an operational definition of role conflict and were asked 
to (a) review the initial survey, (b) note any questions or comments on the clarity, (c) 
accuracy, (d) ambiguity of the survey as well as (e) identify any potential missing 
concepts. Experts were given as much time as needed to read through the survey in its 
entirety and were then asked for any general questions or comments before exploring 
each of the requested items to review in turn. All interviews were conducted using the 
same draft of survey to ensure consistency. 
Following the resulting amendments to the survey based on the focus group interviews 
the survey was pilot tested in step (e) with a group of 15 physical education teachers 
to further examine construct validity and completion time. The full version of the 
survey was included in the pilot test which included the 18-item TMSS-RCS. The pilot 
study resulted in minor changes to the visual structure of the survey. Participants took 
around 15-20 minutes to complete the survey.  
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After pilot testing, the research team met to discuss final decisions on the wording, 
order and inclusion of scale items to complete step (f) and finalize the list of items. 
Although there were some questions as to whether certain items were relevant to the 
phenomenon of teaching physical education and another academic subject(s), we 
opted to keep all 16 items in the scale to be consistent with the reciprocal nature of our 
hypothesized two-factor structure. The final version of the survey included 16 items 
that were set to a seven-point, Likert-type scale ranging from strongly disagree (1) to 
strongly agree (7). Eight items were anticipated to load on the teaching physical 
education to another school subject(s) factor and the remaining eight were expected to 
load on the teaching another school subject(s) to physical education factor. The final 
list of items is included in Table 4.1.  
4.5.2 Participants and setting 
Participants included 259 physical education teachers (157 female, 99 male, 3 other) 
who concurrently taught another school subject(s) as part of their official teaching 
load. The average participant was 36.42 years old (SD = 10.42), and had been teaching 
for 12.10 years (SD = 9.99). Most of those years including physical education teaching 
responsibilities (M = 11.12, SD = 9.61). Complete participant information is included 




Table 4.1. Final list of items to be considered for inclusion on the TMSS-RCS 
1. Because of the physical energy I spend teaching physical education, I often come 
to my other subject(s) class(es) too tired to do some of the things that I would like 
to do. 
2. The workload involved in teaching physical education makes it difficult to be the 
kind of teacher I’d like to be in my other school subject(s). 
3. At times, my teaching timetable is scheduled in a way that makes it difficult to 
perform my other subject(s) teaching duties (for example, preparing equipment for 
a science experiment) after teaching physical education. 
4. Because teaching physical education is seen to be more prestigious, I am less 
motivated teaching my other subject(s). 
5. Because I am not held accountable for how I teach my other subject(s), I often spend 
more time focused on preparing physical education lessons. 
6. Because of the recognition I receive teaching physical education, at times, I am less 
motivated to teach my other subject(s). 
7. Because of the location of my classroom(s) in relation to my physical education 
classes, I have minimal time to transition from teaching physical education to my 
other subject(s) classes. 
8. I am often preoccupied with an aspect from my other subject(s) class(es) while I 
am teaching physical education. 
9. At times, my teaching timetable is scheduled in a way that makes it difficult to 
perform my physical education teaching duties (for example, setting up equipment). 
10. I am often preoccupied with an aspect from physical education while I am teaching 
my other subject(s). 
11. The workload involved in teaching my other subject(s) makes it difficult to be the 
kind of teacher I'd like to be in physical education. 
12. Because teaching my other subject(s) is seen to be more prestigious, I am less 
motivated teaching physical education. 
13. On the same day, after teaching my other school subject(s), I go to my physical 
education classes more mentally fatigued than I would prefer. 
14. Because I am not held accountable for teaching physical education, I often spend 
more time preparing for my other subject(s). 
15. Because of the recognition I receive teaching my other subject(s), at times I am 
less motivated to teach physical education. 
16. Because of the location of my physical education classes in relation to my 
classroom(s), I have minimal time to transition from teaching my other subject(s) 
to my physical education classes. 
Note. All items were set to a seven-point, Likert-type scale ranging from strongly 
disagree (1) to strongly agree (7). 
81 
 
Table 4.2. Demographic information for the participants in aggregate as well as for the divided samples 
Category Subcategory Total Sample (n = 259) EFA Subsample (n = 59) CFA Subsample (n = 200) Participants Mean (SD) Participants Mean (SD) Participants Mean (SD) 
Gender Male 99 (38.2%)  27 (45.8%)  72 (36.0%)  
 Female 157 (60.6%)  31 (52.5%)  126 (63.0%)  
 Other 3 (1.2%)  1 (1.7%)  2 (1.0%)  
Age (Years)   36.43 (10.42)  36.31 (9.03)  36.46 (10.82) 
Years Teaching   12.10 (9.99)  12.07 (9.26)  12.11 (10.21) 
Teaching PE   11.12 (9.61)  11.56 (9.26)  10.99 (9.73) 
Ethnicity Irish/White 253 (97.7%)  56 (94.9)  197 (98.5%)  
 Other White 4 (1.5%)  1 (1.7%)  3 (1.5%)  
 Other 2 (.8%)  2 (3.4%)  0 (0%)  
School Gender All Boys 31 (12.0%)  12 (20.3)  19 (9.5%)  
 All Girls 56 (21.6%)  10 (16.9%)  46 (23.0%)  
 Mixed 172 (66.4%)  37 (62.7%)  135 (67.5%)  
School Type Private 20 (7.7%)  5 (8.6%)  15 (7.5%)  
 Public, Non-DEIS 161 (38.3%)  31 (52.5%)  112 (56.0%)  
 Public DEIS 130 (31.0%)  17 (28.8%)  48 (24.0%)  
 Vocational 27 (10.4%)  4 (6.8%)  23 (11.5%)  
 Technical 4 (1.6%)  2 (3.4%)  2 (1.0%)  
School Size < 500 100 (38.6%)  23 (39.0%)  77 (38.5%)  
 501-1000 138 (53.3%)  31 (52.5%)  107 (53.5%)  
 > 1000 21 (8.1%)  5 (8.47%)  1 (.5%)  
Note:  EFA = exploratory factor analysis, CFA = confirmatory factor analysis, Years Teaching = years of teaching experience, Teaching PE = 





4.5.3 Procedures and instrumentation 
Participants were initially invited via email sought from central databases that held 
email addresses for physical education teacher education graduates of Irish institutions 
predominantly since 2009. An email was also sent through the Physical Education 
Association of Ireland (the professional body for Irish physical education teachers) to 
all members on their distribution list. Participants received up to two reminder emails 
inviting them to participate. Invitations to participate were addressed to teachers who 
have experience teaching both physical education and another school subject(s).  
Included in the initial invitation to participate and subsequent reminder emails was an 
overview of the study and a URL link that directed participants to the online survey. 
The URL survey link was also shared on social media platforms including the primary 
author’s personal Twitter and Facebook account. In addition to electronic invitations, 
a paper copy of the study overview, informed consent document, and survey were sent 
to the school physical education department of all 715 post-primary schools in Ireland. 
This correspondence was addressed to all teachers qualified in physical education. A 
qualification question was included at the onset of the survey to allow teachers to self-
identify whether or not they had experience teaching physical education and another 
school subject(s). Participants who did not have experience teaching physical 
education and another school subject(s) were disqualified from completing the survey. 
The survey also included a demographic questionnaire (19 items); the 16 items for 
consideration on the TMSS-RCS; the unidimensional, 10-item version of the Connor-
Davidson Resilience Scale (CD-RISC 10; Campbell-Sills & Stein, 2007); and the 
nine-item Teacher Role Stressors Survey (TRSS; Conley & You, 2009). The TRSS 
included measures of role stress, role overload, and role ambiguity. 
4.5.4 Scale development and validation: Data analysis 
The scale development and validation process was conducted in a two-phase approach 
that involved both EFA and CFA. Preliminary data cleaning, descriptive statistical 
analyses, and EFA procedures were completed in IBM SPSS 23.0 (IBM Corporation, 
2014), and latent variable analyses were conducted through LISREL 9.1 (Jöreskog and 
Sörbom, 2013). The full sample of participants was randomly divided into two 
subsamples. There is no clear consensus in the literature regarding EFA sample sizes 
(Kline, 2011). Opinions on EFA sample size recommendations are considerably varied 
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and often contradictory (MacCallum, Widaman, Zhang & Hong, 1999). While 
Tabachnick and Fidell (2013) consider that 300 participants are necessary to achieve 
the desired objectives, Zeller (2006) suggests a sample as low as 10 is sufficient. 
However, a sample of more than 50 participants is more widely agreed upon as being 
appropriate (Comrey, 1973; Gorsuch, 1974; Sapnas & Zeller, 2002; Velicer & Fava, 
1998; Mundfrom, Shaw & Ke, 2005).  
Despite the wide range of EFA sample size recommendations, CFA generally 
requires a larger sample size than EFA (Brown, 2006; Tabachnick & Fidell, 2013); 
with a consensus that a ratio of 10:1 cases to items is suitable (Yong & Pearce, 2013) 
and a ratio of 20:1 more ideal (Kline, 2011). Following this recommendation in the 
current study, an ideal sample size would be 180 participants (9 items x 20 = 180). In 
absolute terms, a minimum sample size of 200 participants is typically recommended 
(Kline, 2011). Therefore, a CFA sample of 200 participants satisfies both the ratio and 
absolute rules of thumb. Considering the recommendations and given our total sample 
of N = 259, we included 59 participants in the EFA sample and 200 participants in the 
CFA sample (see Table 2). Each participant was randomly assigned into one of the 
two sample groups using the Random Sample of Cases command in SPSS.  
EFA, a multistep process, was used to uncover complex underlying patterns 
by exploring the data (Child, 2006). The initial EFA was conducted using maximum 
likelihood estimation and a direct oblimin (oblique) rotation to identify a stable factor 
structure for the TMSS-RCS through item and factor reduction (Brown, 2006). The 
initial 16-item model was run, and factors with eigenvalues over 1.00 were extracted. 
Item and factor reduction was conducted by removing items that did not load 
significantly, loaded on an unjustifiable factor, or had a significant cross-loading (i.e. 
a factor loading > .32; Tabachnick & Fidell, 2013). The solution was rerun after every 
change was made (for example, removing an item or reintroducing an item) until a 
stable factor structure was found.  
Once a parsimonious factor structure for the TMSS-RCS was identified 
through EFA, the model was tested using an separate sample of 200 participants 
through CFA (Schreiber, Stage, King, Nora & Barlow, 2006). Fit statistics are used to 
examine the degree to which the hypothesized model fits the data in CFA (Hatcher, 
1994). Good model fit supports the specified pattern of relationships (Schreiber et al., 
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2006). The current study used multiple fit indices as recommended by Brown (2006) 
including the χ2/df ratio (< 2.00 for good fit), the non-normed fit index (NNFI) and the 
comparative fit index (CFI; > .90 for good fit), and the standardized root mean square 
residual (SRMR) and the root mean square error of approximation (RMSEA; < .08 for 
good fit).  
Convergent validity of the model was evaluated by examining factor loadings, 
composite reliability (ρc), and average variance extracted (AVE) scores. According to 
Brown (2006), good factor loadings that have associated t-values above 1.98 and are 
significant at the α = .05 level. The ρc values should .70 or higher, and AVE scores 
should be .50 (Diamantopoulos & Siguaw, 2000; Fornell & Larcker, 1981). 
Discriminant validity was assessed by constructing a latent factor correlation matrix 
and replacing the diagonal elements with √AVE. When a construct’s √AVE value is 
greater than the correlations between that construct and others in the matrix, the 
constructs can be considered independent of one another (Teo, Lee, Chai, & Wong, 
2009). 
Finally, using the same subsample that was used for CFA (n = 200), a 
correlational analysis was used to examine convergent and divergent validity. It was 
hypothesized that the TMSS-RCS subscales would correlate positively with role 
conflict, role overload and role ambiguity, and negatively with resilience.  
 
 Results 
4.6.1 Exploratory factor analysis 
An EFA was run on a randomly selected subsample of 59 participants (see Table 2 for 
demographic information). The initial EFA run on the 16 TMSS-RCS variables 
extracted five factors that explained a cumulative 64.29%. The χ2 goodness of fit 
statistic was significant, χ2(50) = 69.58, p = .035, and several of the variables failed 
to load significantly on any factor (factor loading < .32) and there were several 
significant cross-loadings. Through item and factor reduction, several different 
potential factor structures were examined, but the one that produced the most stable 
and parsimonious structure that was theoretically justifiable included nine items that 
loaded on three factors of three items each (see Table 4.3). The model explained a 
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cumulative 60.86% of the variance, and the χ2 goodness of fit statistics was not 
significant χ2(12) = 14.31, p = .281.  
The first factor represented challenges associated with scheduling, had an eigenvalue 
of 3.36, and explained 31.62% of the variance. The three items loading on the factor 
associated with scheduling relate to logistical challenges including the timing and 
location of the teachers’ schedule. The second factor reflected excess emotional and 
physical expenditure, had an eigenvalue of 1.99, and explained 9.92% of the variance. 
Items loading on the factor associated with expenditure relate to how playing multiple 
roles can lead individuals to feel ‘spread too thin’. For example, teachers’ workload 
and the physical energy required to fulfil their role(s). The third factor represented 
subject status conflict, had an eigenvalue of 1.04, and explained 19.32% of the 
variance. Teacher accountability and recognition are examples of items loading on the 
factor associated with subject status.
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Table 4.3. Factor structure for the TMSS-RCS after conducting factor reduction 
procedures 
TMSS-RCS Items Factors Schedule Expenditure Status 
16. Because of the location of my physical 
education classes in relation to my 
classroom(s), I have minimal time to 
transition from teaching my other 
subject(s) to my physical education 
classes. 
1.02   
9. At times, my teaching timetable is 
scheduled in a way that makes it difficult 
to perform my physical education 
teaching duties (for example, setting up 
equipment). 
.68   
7. Because of the location of my 
classroom(s) in relation to my physical 
education classes, I have minimal time 
to transition from teaching physical 
education to my other subject(s) classes. 
.64   
1. Because of the physical energy I spend 
teaching physical education, I often 
come to my other subject(s) class(es) too 
tired to do some of the things that I 
would like to do. 
1.04  
2. The workload involved in teaching 
physical education makes it difficult to 
be the kind of teacher I’d like to be in my 
other school subject(s). 
.48  
10. I am often preoccupied with an aspect 
from physical education while I am 
teaching my other subject(s). 
.33  
15. Because of the recognition I receive 
teaching my other subject(s), at times I 
am less motivated to teach physical 
education. 
 .86 
12. Because teaching my other subject(s) is 
seen to be more prestigious, I am less 
motivated teaching physical education. 
 .85 
14. Because I am not held accountable for 
teaching physical education, I often 
spend more time preparing for my other 
subject(s). 
 .60 
Note. Only factor loadings of .30 or greater are presented, item numbers correspond 




4.6.2 Confirmatory factor analysis 
A CFA was run on a separate, randomly selected subsample of 200 participants (see 
Table 2 for demographic information). CFA was used to confirm the nine-item, three 
factor structure for the TMSS-RCS suggested through EFA. The initial CFA model 
run indicated that the hypothesized model was a good fit for the data, χ2(24) = 47.16, 
p < .001, NNFI = .950, CFI = .967, SRMR = .069, RMSEA = .069 (90% CI [.039, 
.098], p = .139). The goodness-of-fit was supported by NNFI and CFI values above 
.90, and RMSEA and SRMR values below .08. The ratio of χ2 to degrees of freedom 
was < 3.00 (47.16 / 24 = 1.97). The final model with completely standardized factor 
loadings is depicted in Figure 1. Factor λ loadings, ρc and AVE values, and the factor 
correlation matrix are presented in Table 5. All factor λ loadings are within the 
acceptable range with the exception of the AVE value of Expenditure, which is slightly 
below the .50 cut point. The √AVE values were larger than the correlation between 
the constructs, which is evidence of discriminant validity. 
Table 4.4. Convergent and discriminant validity for all constructs included in the 
model 
 λ Loading t-values ρc AVE 
Schedule   .82 .62 
SCH1 .971 ---   
SCH2 .53 7.06   
SCH3 .79 9.73   
Expenditure   .70 .46 
EXP1 .851 ---   
EXP2 .71 6.36   
EXP3 .38 4.44   
Status   .87 .69 
STAT1 .88 ---   
STAT2 .88 13.46   
STAT3 .72 11.19   
 Schedule Expenditure Status 
Schedule (.79)   
Expenditure .27 (.67)  
Status .18 .39 (.83) 
Note:  ρc = composite reliability, AVE = average variance extracted, SCH = Schedule, 
EXP = Expenditure, STAT = Status, diagonal elements of the correlation matrix have 
been replaced with √%&', all factor loadings were significant (t > 1.98), 1factor 






Figure 4.1. Latent factor solution for the Teaching Multiple Subjects Role Conflict 
Scale (TMSS-RCS) with completely standardized λ loadings. χ2(24) = 47.16, p < .001, 
NNFI = .950, CFI = .967, SRMR = .069, RMSEA = .069 (90% CI [.039, .098], p = 
.139), SCH = Schedule, EXP = Expenditure, STAT = Status. 
 
4.6.3 Convergent and divergent validity 
Using the CFA sample (n = 200), we examined descriptive statistics for and bivariate 
correlations among the study variables. The bottom panel of Table 4.5 includes the 
descriptive statistics for all study variables. The correlation matrix is presented in the 
top panel of Table 4.5. It was predicted that the subscales of the TMSS-RCS (status, 
schedule and expenditure) would correlate positively with one another and the three 
constructs of role stress (role ambiguity, role overload and role conflict). It was also 
predicted that the subscales of TMSS-RCS would correlate negatively with resilience. 




































p = .002), Role Conflict (r = .21, p = .003) and Role Overload (r = .30, p = .001). Status 
also correlated positively with Role Ambiguity (r = .22, p = .002), Role Conflict (r = 
.22, p = .001) and Role Overload (r = .24, p = .001). As did Expenditure, with positive 
correlations to Role Ambiguity (r = .30, p = .001), Role Conflict (r = .27, p = .001) 
and Role Overload (r = .28, p = .001). The positive correlations between these similar 
constructs support the convergent validity of the TMSS-RCS (Schutz & Park, 2004). 
All three factors also correlated positively to one another. It was also predicted that 
Schedule (r = -.05, NS), Expenditure (r = -.20, p = .005) and Status (r = -.20, p = .005) 
would correlated negatively with Resilience. This supports the TMSS-RCS’s 
discriminant validity (Campbell & Fiske, 1959). The correlation between Schedule 
and Resilience was not significant. Overall, the convergent and discriminant validity 
of the TMSS-RCS was supported by these correlational analyses. 
Table 4.5. Descriptive statistics and bivariate correlations for the TMSS-RCS, TRSS, 
and CD-RISC 10 
Scale SCH EXP STAT RA RC RO RES 
SCH 1.00       
EXP .31** 1.00      
STAT .18* .26** 1.00     
RA .22** .30** .22** 1.00    
RC .21** .27** .22** .25** 1.00   
RO .30** .28** .24** .01NS .34** 1.00  
RES -.05NS -.20** -.20** -.40** -.17* -.05NS 1.00 
        
Mean 4.64 3.06 3.33 2.26 3.81 5.18 6.04 
Standard 
Deviation 
1.66 1.35 1.82 .95 1.50 1.50 .70 
Skewness -.58 .40 .30 1.28 -2.4 -.78 -1.06 
Kurtosis -.63 -.49 -1.09 1.88 -.83 .02 1.47 
Minimum 1.00 1.00 1.00 1.00 1.00 1.00 3.00 
Maximum 7.00 7.00 7.00 5.50 7.00 7.00 7.00 
Note: N = 200 teachers; all variables were measured on a seven-point, Likert-type 
scale ranging 1-7; SCH = Schedule, EXP = Expenditure, STAT = Status, RA = Role 
Ambiguity, RC = Role Conflict, RO = Role Overload, RES = Resilience; NSNot 




This study represents a first step in quantitatively examining teachers’ experience of 
role conflict when teaching physical education and another school subject(s) 
concurrently. The purpose of this study was to develop and validate the TMSS-RCS, 
90 
 
an instrument for measuring conflict between the roles of teaching physical education 
and another school subject(s). Following the six-step process for development and 
validation as recommended by Weiss et al. (2014), EFA identified and CFA confirmed 
the three-factor structure as a good fit for the data. These initial findings lend support 
to the TMSS-RCS as a valid and reliable tool for measuring role conflict experienced 
by teachers responsible for concurrently teaching physical education and another 
school subject(s). Positive correlations between the subscales of the TMSS-RCS and 
role stress as well as the negative correlation between the TMSS-RCS and resilience 
support convergent and divergent validity of the TMSS-RCS. The results of this 
research have measurement implications and implications for practice. Each will be 
unpacked in turn.  
Validating the TMSS-RCS allows for future work in the area to quantify teachers’ 
experience of conflict occurring when responsible for teaching multiple school 
subjects, specifically physical education and another school subject(s) (Richards, 
2015). Future work utilizing the TMSS-RCS combined with a demographic section 
and other validated surveys, can begin to explore potential relationships between this 
type of interrole conflict and other related constructs. For example, resilience, job 
satisfaction, burnout, and personal factors such as years teaching, professional identity 
(Richards et al., 2013).  
As a result of the EFA and later confirmed by CFA, the TMSS-RCS consists of three 
factors which include subject status, expenditure, and work load. These subscales are 
supported theoretically. Marginalization and subject status literature supports the idea 
that there is, or can be, a subject hierarchy within a school context (Richards et al., 
2016). This subject hierarchy suggests that not all subjects are perceived to hold the 
same level of prestige and importance by members of the school community. Status 
and rewards associated with teaching another school subject(s) may be higher than 
that of teaching physical education if it is ranked higher on the subject hierarchy within 
that particular school context. Teachers who are enacting dual role positions within 
the school context where they are responsible for teaching two (or more) subjects 
ranked at different levels on the hierarchy, may experience feelings of being pulled in 
two directions where pressure from members of the school community expect 
different behaviours and physical or intellectual investments from one role to the other 
(Iannucci & MacPhail, 2017). Therefore, these drastically different role related 
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behavioural expectations (Turner, 2001) may lead to experiences of role conflict 
(Richards & Templin, 2012; van Rens et al., 2016).  
Isolation literature informs the understanding that where and when teachers are 
teaching throughout the school day impacts their experiences of teaching. Teachers 
who feel physically and/or intellectually isolated from their colleagues and the school 
community are more likely to report negative consequences on their professional lives 
as are itinerant teachers who are expected to teach at multiple locations throughout a 
school day (Curtner-Smith, 2001). For teachers who are required to negotiate a 
teaching timetable that does not account for the physical location of the different 
school subjects taught, there may be increased challenges. For example, a teacher who 
is scheduled to teach a physical education class in a gymnasium on one side of the 
school campus followed immediately by a class that requires preparation (for example, 
setting up materials for a science experiment) in the main school building. This teacher 
may feel as though there is insufficient time to fulfil expectations of both roles well 
(Richards & Templin, 2012; Turner, 2001). Thus, the logistics related to teachers’ 
timetable and scheduling can contribute to teachers’ experiences of role conflict.   
The subscale we have titled as expenditure draws on the Teacher/Coach role conflict 
literature which suggests that if teachers don’t feel as though they have the resources 
(for example physical, emotional and/or intellectual energy) to fulfil the expectations 
associated with each role simultaneously, those teachers are more likely to experience 
role related conflict (Richards et al., 2014a). Expenditure, as a subscale of TMSS-RC, 
is closely linked to role overload. This is not surprising given that the three role 
stressors of role conflict, role overload, and role ambiguity are related (van Rens et al., 
2016). When experiences of overload in one role compromises the individual’s ability 
to perform the expectations of another role, role overload is subsumed within role 
conflict, thus contributing to experiences of role conflict. This is distinct from role 
overload as a standalone construct of role stress. For example, teachers may feel as 
though they are exhausted after teaching their physical education class from the 
amount of physical energy expended demonstrating and moving through the learning 
space as well as the emotional energy required engaging and encouraging student 
participation. As a result, they are arriving to their subsequent mathematics class with 
less energy than they would otherwise need to feel as though they are fulfilling their 
responsibilities well. We also draw on workload and burnout literature of teachers at 
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multiple stages of their career. Teachers who feel emotionally exhausted from a 
conflicting and heavy workload are more likely to experience burnout (Tsigilis et al., 
2011). Therefore, teachers who feel as though they are being ‘spread too thin’ as a 
result of the contrasting expectations and different role related responsibilities of 
teaching different school subjects, may experience role related conflict.  
Developing a validated tool to measure the dual role conflict as experienced by 
teachers concurrently teaching physical education and another school subject(s) is an 
important development in understanding teachers’ professional lives (Richards, 2015). 
Assuming dual teaching roles may compromise a teacher’s ability to fulfil the 
expectations and responsibilities associated with both roles concurrently, which may 
lead to the prioritization of roles with the less than desirable consequences of poor job 
performance (Hom & Kinicki, 2001), or teacher burnout and early career attrition 
(Drake & Hebert, 2002). The TMSS-RCS provides the means to measure, and further 
understand, the extent to which teachers experience role conflict when teaching 
physical education and another subject(s) in hopes of eliminating or minimizing the 
negative effects on teachers’ careers and professional lives. Furthermore, to better 
prepare our pre-service teachers with the skills, knowledge and awareness to manage 
potential role related conflict throughout their professional lives (Richards et al., 
2016).  
Once we understand the extent to which role conflict associated with teaching multiple 
school subjects is experienced by teachers, we can begin to acknowledge and address 
it in teacher education programmes. For example, programmes can include 
opportunities to prepare preservice teachers to negotiate expected challenges related 
to role conflict (Richards et al., 2013). Preservice teachers should learn what role 
conflict may be experienced as a result of teaching physical education and another 
school subject(s) and how it is managed, so that they can be better prepared to 
negotiate related challenges throughout their career. Further, if the TMSS-RCS is used 
to explore potential relationships between this role conflict and other constructs such 
as resilience (Gu & Day, 2007), we can begin to understand how teachers’ level of 
resilience affects their level of experienced role conflict as a result of their dual role 
within the school context, PETE programmes may be able to include opportunities for 
students to improve their resiliency (Richards et al., 2016). This proactive approach to 
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decreasing experienced role conflict may lead to positive influence on teachers 
professional lives and encourage teacher retention.  
This study developed the TMSS-RCS to apply to physical education teachers who are 
also responsible for concurrently teaching another school subject(s). However, the 
wording of the TMSS-RCS can be amended to suit a variety of subject combinations. 
As evidence of role conflict is gathered using the TMSS-RCS, or an adapted form, 
future work can begin to evaluate the careers of teachers who teach multiple subjects 
concurrently yet do not experience the related role conflict. Such research can identify 
the potential and prevalence of role balance experienced by multi-subject teachers. For 
example, is the influence of subject combinations on teachers’ experiences of role 
conflict as a result of the dual role position they hold within the school context. 
Research on role balance and role management can also contribute to understanding 
the realities of teaching in a variety of contexts. This research can inform teacher 
education programmes in an effort to best prepare pre-service teachers for the realities 
of teaching in schools upon graduation from their teacher training programmes as well 
as stakeholders responsible for scheduling and hiring teachers of multiple school 
subjects. 
 Limitations and recommendations 
While this study makes an important contribution, it is not without limitations. First, 
while our EFA and CFA sample sizes are considered acceptable based on 
recommendations in the literature (Kline, 2011), a larger sample size would be 
preferable, particularly for the EFA. While a qualification/disqualification question at 
the onset of the survey ensured participants had experience teaching physical 
education and another school subject(s), the total number of teachers in Ireland who 
are also teaching, or have previously taught, both physical education and another 
school subject is uncertain. As such, we would like to acknowledge the difficulty in 
calculating the participant response rate of our study. This is due to the uncertainty 
with regards to the total number of teachers in Ireland who have experience teaching 
both physical education and another school subject. Although we have access to the 
total number of teachers who have physical education listed as a subject qualification, 
it is not known how many of those teachers are teaching physical education. Future 
work in surveying Irish teachers would help to get a sense for what is happening in 
Irish post primary schools (for example, who is teaching what).  
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Secondly, the data reported in this study is cross-sectional in nature and does not 
account for consistency over time. Given the dynamic nature of teaching, there may 
be different points of the school year where different roles require varying levels of 
investment, reap differing levels of rewards etc. For this matter, teachers’ experiences 
of role conflict as a result of enacting dual subject teaching roles may fluctuate over 
the course of a school year. Further research is recommended to longitudinally 
measure teachers’ experience of this type of role conflict. We also recommend that 
teachers are given a voice in our efforts to understand their experiences of role conflict 
through qualitative work. 
 Finally, initial validation of the TMSS-RCS is an important first step of an ongoing 
process. Evidence from independent studies (Weiss et al., 2014), in a variety of 
contexts is needed to confirm the validity and will be integral in building on some 
limitations in this study. Additionally, further work can begin to explore the 
relationships between varying constructs (for example, burnout and resilience) and 
teachers’ personal and professional experiences (for example, number of years 
teaching and school type). Future work might also look to investigate the effects of 
teaching multiple school subjects on the experiences of itinerant teachers who are 
responsible for teaching in more than one school. Being responsible for teaching 
multiple school subjects in multiple schools may result in logistical challenges that 





 Chapter Summary 
Based on the lessons learned through qualitative research reported in chapters 2 and 
3, the final aim of this thesis was to develop and validate the Teaching Multiple School 
Subject(s) Role Conflict Scale, an instrument to measure interrole conflict between 
the roles of teaching physical education and another school subject(s).Through the 
development and validation of such a scale, this chapter has provided quantitative 
evidence to support the qualitative results from phase one of this research project. In 
doing so, this chapter’s original conclusions have extended my contribution to 
knowledge from chapters 2 and 3 to include a new and validated measurement tool to 
the literature. It is anticipated that this scale will encourage and expand future work in 
the area of understanding physical education teachers’ careers in Ireland as well as in 
other contexts where teachers fulfil this type of dual role position within a school.  
Further, results from this chapter indicate a positive correlation between the sub-
constructs of TMSS-RC and the three role stressors of role conflict, role ambiguity, 
and role overload. Results also identify a negative correlation between TMSS-RC and 
both resilience and personal accomplishment. Future work can develop a quantitative 
understanding of the relationships between the constructs of personal accomplishment, 



































The primary focus of this research was to gain a better understanding of the 
professional lives and careers of physical education teachers in Irish post-primary 
schools. The key findings for each of the sequential studies in this research project are 
listed below. 
Chapter 2 (published in Sport, Education and Society) sought to gain a 
comprehensive understanding of physical education teachers’ career trajectories 
considering the mutual relationship between the individual and the workplace 
context (aim i). The main findings are as follows: 
- Both individual and contextual factors influence the career trajectories of 
physical education teachers in Ireland to varying degrees and with varying 
consequences.  
- A significant reality for physical education teachers in Irish post-primary 
schools is being responsible for teaching a combination of physical education 
and another school subject(s) concurrently. While the ratio between teachers’ 
hours allocated towards physical education and another school subject(s) 
varies, there is a trend suggesting teachers experience a dialectic relationship 
between the two teaching roles.  
- There is a significant difference in the perceived level of expectation, reward, 
accountability, and challenge between the roles as a teacher of physical 
education and a teacher of another school subject(s) in Irish post-primary 
schools. 
Chapter 3 (published in Research Quarterly for Exercise and Sport) sought to 
explore, acknowledge and understand the realities and tensions experienced by an 
Irish post-primary teacher enacting two distinct sets of role expectations when 
concurrently teaching physical education and another school subject (aim ii).  
- The role of a school teacher seems to be further complicated when teachers are 
tasked with simultaneously teaching physical education and another school 
subject(s). Teachers timetabled with physical education and another subject(s) 
concurrently may be expected to navigate and negotiate two distinctly different 




- Physical education teachers in Irish post-primary schools who are responsible 
for concurrently teaching another school subject(s) may experience Teaching 
Multiple School Subjects Role Conflict as a result of their dual role position.  
- As a strategy to manage the challenge of assuming both roles concurrently, 
there is evidence of role prioritization based on the level of accountability and 
reward offered from the respective roles. 
Chapter 4 (published in European Physical Education Review) aimed to develop and 
validate the Teaching Multiple School Subjects Role Conflict Scale (TMSS-RCS), an 
instrument to measure interrole conflict between the roles of teaching physical 
education and another school subject(s) (aim iii).  
- The Teaching Multiple School Subjects Role Conflict Survey (TMSS-RCS) 
was developed and validated as a tool to measure teachers’ experience of role 
conflict as a result of teaching multiple school subjects, specifically physical 
education and another school subject(s).  
The overall contribution of this thesis in relation to the general research aim of 
exploring and understanding the nuanced professional lives and careers of physical 
education teachers in Irish post-primary schools will be unpacked below.  
5.1.1 Workplace Stress 
Prior research has identified that experiences of role stress can impact the lives and 
careers of physical education teachers. As of recent years, the most frequently studied 
phenomenon contributing to physical education teachers’ experience of role stress has 
been teacher/coach role conflict (Konukman et al., 2010). Results of this research have 
identified teaching multiple school subject(s) role conflict as another reality that, when 
experienced, can increase feelings of work related role stress. Considering prolonged 
feelings of work related stress leads to teachers withdrawing from the profession 
(Maslach & Leiter, 2008) or burnout (Byrne, 1994), experiences of teaching multiple 
school subjects role conflict may also be considered a risk factor to teacher turnover. 
Preparing PSTs for the realities of teaching physical education in Irish post-primary 
schools may help beginning and veteran teachers overcome challenges associated with 
experiences of role stress and burnout (Richards et al., 2016).  There are also 
implications for the provision of physical education in Ireland that can improve the 
working conditions for teachers who are teaching physical education and another 
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school subject(s) concurrently. Implementing policies that reduce the possibility for 
teachers to experience heightened or prolonged feelings of stress that is known to lead 
to burnout or attrition (Richards et al., 2016; Maslach & Leiter, 2008) would be a step 
in the right direction. For example, reduce teachers’ workload, increase the perceived 
status of physical education through providing adequate equipment, and/or reducing 
feelings of isolation through the facilitation of a professional community. Further, 
school management can develop and nurture environments, such as fostering feelings 
of job satisfaction, that help teachers cope with stressful situations (Richards et al., 
2018).  
5.1.2 Physical education teachers’ career longevity 
One of the interesting findings about physical education teachers’ careers in Irish post-
primary schools is that, despite experiences of TMSS-RC, there appears to be some 
longevity in the careers of teachers in this dual role position. In view of the results in 
chapter 2, while teaching allocation hours may shift from being predominantly 
physical education to mostly teaching another school subject(s), the teachers do not 
necessarily leave teaching physical education all together. Although beyond the scope 
of this research, it does raise an interesting question; in contrast to teachers 
experiencing TMSS-RC as a risk factor, might dual role positions in schools where 
teachers are responsible for teaching physical education and another school subject(s) 
have a protective effect on physical education teachers’ career longevity? This aligns 
with research on the multidimensional perspective on teacher/coach role conflict 
(Richards & Templin, 2012). People are not necessarily going to experience role 
conflict. Rather, the structure of the school and their personal biography predispose 
them to or prevent against the experience. There are a number of factors that have been 
identified in the literature as being either a risk or protective factor depending on the 
nature and context of the teachers’ experience. For example, administrative support 
has been referred to as a risk factor when physical education does not receive respect 
within the school community (Whipp et al., 2007) but also a protective factor when 
teachers do feel supported and respected by the school administration (Cochran-Smith, 
2004). Considering the longevity of teachers’ careers presented throughout chapters 
2, 3, and 4, results of this research might suggest that experiences in this dual role 
position has potential to act as a protective factor. Providing teachers with the 
opportunity to teach other school subjects may dilute the effects of potential risk 
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factors associated with teaching physical education. Feelings of role stress related to 
teaching physical education as a marginalised subject may be reduced or outweighed 
by the benefits of teaching a non-marginalised subject concurrently. Further, a 
physical education teacher working in a context that would typically foster feelings of 
physical and/or intellectual isolation may not experience the full effects of isolation 
by also spending a portion of their working day/week teaching another school 
subject(s) that requires collegial interactions.  This, in turn, may reduce the overall 
feelings of burnout and lessen the risk of teacher attrition and withdraw from teaching 
physical education.  
5.1.3 Role management 
While retaining teachers in physical education would help to address concerns of 
teacher attrition and teacher shortages (Ingersoll, 2003; Ingersoll & Smith, 2003; 
Lindqvist & Nordänger, 2016), there is more to consider. Teachers responsible for 
teaching physical education and another school subject(s) may experience TMSS-RC; 
however, it cannot be assumed that every teacher who is in a dual role position will 
experience role conflict (Gaudreault et al., 2016). Research on teachers’ experiences 
of teacher/coach role conflict associated with teaching physical education and 
coaching extracurricular teams suggests that some teachers in this dual role position 
experience teacher/coach role conflict. Yet, some teachers are able to manage both 
roles throughout their career without experiencing role conflict (see for example, 
Woods & Lynn, 2014). Similar to previous research, in chapter 2, Jane appears to 
manage her role as a teacher of physical education and as a teacher of mathematics 
through prioritising roles according to perceived role salience (Stryker, 1968), reward 
and recognition received (Millslagle & Morley, 2004) and, according to levels of 
pressure and accountability from her school administration associated with her roles 
(Herbert, 2007). However, managing dual role positions, through strategies such as 
role prioritisation, may lead to negative effects such as neglect (Millslagle & Morley, 
2004; Richards et al., 2014a) as was the case for Jane. It is believed that teachers who 
are able to successfully negotiate workplace stressors go on to have long and effective 
careers (Richards et al., 2016).   
5.1.4 Role management vs. successful navigation 
The difference between role management leading to negative consequences such as 
neglect and successful negotiation leading to a potentially long and effective career 
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encouraged me to consider the results from chapter 2 and chapter 3 in relation to 
Henninger’s (2007) differentiation of teachers who stay teaching physical education 
as either lifers or troupers.  According to Henninger (2007), a lifer maintains 
commitment, enthusiasm and motivation for teaching physical education and finds 
fulfilment from their role as a physical education teacher.  A trouper no longer feels 
committed, enthusiastic, or motivated to teach physical education and often finds 
fulfilment from roles outside of teaching physical education.  
As discussed in chapter 2, for either push or pull reasons, three of the five participating 
teachers shift their teaching allocation hours from what was initially predominantly 
physical education towards a more heavily weighted allocation of hours teaching their 
other subject(s). Teachers ‘pushed’ from physical education indicated the 
infrastructure surrounding physical education to be somewhat responsible. Whereas 
teachers who were ‘pulled’ from their role teaching physical education found the 
infrastructure surrounding their other subject(s) to be more attractive than teaching 
physical education. At the time of data collection (12 years into their teaching career), 
two participants were still teaching physical education. However, in both cases it was 
for less than 50% of their allocated teaching hours. Over their years teaching, their 
once strong enthusiasm, commitment, and identity as a teacher of physical education 
faded. They no longer put the same effort or consideration into planning for physical 
education as they continue to teach the same programme in the same way for many 
years now. They also suggest that the hours they are scheduled to teach physical 
education serve as a break from their responsibilities teaching their other subject(s). 
This decrease in motivation and enthusiasm aligns with Henninger’s (2007) definition 
of a trouper compared to a lifer. Further, results from chapter 3 identify that the 
apparent neglect towards teaching physical education that would categorise Jane as a 
trouper is a consequence of managing the responsibilities and expectations of her two 
roles within the school using role prioritisation as a role management strategy.  
If Jane’s experience is an example of how teaching physical education and another 
school subject(s) can effect a teacher’s career, we see that role prioritisation resulted 
in neglect of her role as a physical education teacher, categorising Jane as a trouper. 
By continuing in the role of a physical education teacher yet lacking motivation, 
commitment, or enthusiasm, Jane is an example of a teacher who has physically stayed 
in physical education but may no longer be considered effective (Henninger, 2007). If 
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Jane was able to successfully negotiate the responsibilities and expectations associated 
with her dual role position, it is possible she could have a long and effective career 
(Richards et al., 2016) in her role as a physical education teacher. Thus, rather than 
the effects of role conflict categorising Jane as a trouper, she could continue to teach 
physical education as a lifer; maintaining her commitment, enthusiasm, motivation, 
and effectiveness (Henninger, 2007). The difference is quality retention of physical 
education teachers compared to the number of physical education teachers retained in 
the profession.  
 Future Research Considerations 
While the research included in this thesis provides an important first step in exploring 
teachers’ experiences of the nuanced reality identified as teaching multiple school 
subjects role conflict, there are four particular recommendations for future work that 
would continue to develop our understanding related to the lives and careers of 
physical education teachers. First, future research would be valuable to explore the 
possibility of an optimal balance of hours allocated towards teaching physical 
education and hours allocated towards teaching another school subject(s) that supports 
teachers’ career longevity. Results of which would provide school administrators and 
stakeholders with a framework to inform their choices in staffing and scheduling 
Second, one way to address the impact of teachers’ experiences of teaching physical 
education and another school subject(s) concurrently is for PETE programmes to 
provide opportunities to prepare PSTs to successfully negotiate the responsibilities 
and expectations of teaching in this dual role position. As discussed in chapters 3 and 
4, teacher education programmes need to utilize evidence-based approaches to prepare 
PSTs for the realities of teaching a marginalised subject (Richards et al., 2013). 
Further, this research suggests that there is a need to prepare PSTs for the realities of 
teaching a marginalised subject concurrently with another school subject(s). However, 
future research is needed to identify and understand the practices, individual 
characteristics, and workplace contexts of teachers who have continued to teach 
physical education for a percentage of their allocated teaching hours while maintaining 
a necessary level of motivation, enthusiasm, commitment, and effectivity. Such 
research on how and why some teachers are able to successfully negotiate their 




Finally, future research on the professional lives and careers of physical education 
teachers can account for teachers who teach physical education and another school 
subject(s) and continue to deepen our understanding of the effects of this dual role 
position on teachers’ careers with respect to their trajectory and intentions. For 
example, while this research provides initial insight, research examining the effects of 
dual role position experiences on teachers’ careers longevity with relation to quality 
retention would provide necessary empirical evidence to continue to better understand 
the careers of physical education teachers. Such research can inform the policies and 
practices influencing the provision of physical education in schools, PETE programme 
practices and programme design and, professional development opportunities for in-
service teachers throughout their careers. 
 Conclusion 
In conclusion, this research contributes original knowledge to the field of physical 
education and physical education teacher education by identifying teaching multiple 
school subjects role conflict as a challenge that teachers can expect over the course of 
their careers teaching physical education in Irish post-primary schools. Results extend 
previous literature on the experiences of physical education teachers that have been 
identified as contributors to feelings of prolonged work related stress to include role 
conflict of this nature. Considering teachers who experience high levels of role stress 
are more likely to report feelings of burnout (Richards et al., 2014c; Richards et al., 
2016) and exit prematurely from the profession (Conley & Woosley, 2000), this 
research is an important contribution to our understanding of physical education 
teachers’ career longevity. 
However, results also suggest that teachers who are responsible for the dual role 
position of teaching physical education and another school subject(s) concurrently do 
not automatically experience feelings of role conflict. It raises questions on how 
teachers’ experiences of the dual role position of teaching physical education and 
another school subject(s) concurrently acts as a potential protective factor to teachers’ 
career longevity. Further, it encourages conversations on understanding the longevity 
of physical education teachers’ careers to include considerations of quality and teacher 
effectiveness (Henninger, 2007). Retaining teachers and maintaining their dedication 
and commitment to teaching is vital to student learning and achievement (Say et al., 
2007). While teacher attrition is a global concern, it should not be enough to merely 
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retain physical education teachers in their role when the primary goal and purpose of 
a physical education teacher’s job is to positively impact student learning. For the 
future of physical education, we need to encourage and facilitate the longevity of 
physical education teachers’ careers while also maintaining quality.  
Further, through the development and initial validation of the TMSS-RSC this 
research has contributed an original measurement tool that can be used to extend 
research on the lives and careers of physical education teachers within the field. 
Considering the dual role position of teaching physical education and another school 
subject(s) concurrently is a phenomenon possible in multiple countries around the 
world (Gambhir et al., 2008; Hardman, 2008; Nompula, 2013), this tool can be used 
by researchers globally to continue to explore teachers’ experiences of teaching 
physical education and another school subject(s) concurrently. Research of this nature 
can continue to provide necessary insight into the careers of physical education 
teachers around the world who negotiate the reality of being responsible for teaching 
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MacPhail and Dr K. Andrew R. Richards who contributed where appropriate.  
 
 









Dear Participant,  
I am contacting you to ascertain your interest in completing a questionnaire designed to explore 
the impact of individual dispositions and contextual factors with regards to your career trajectory 
as a certified physical education teacher in Irish post-primary schools. 
Participation would involve completing a questionnaire in a venue that suits you. All information 
collected will be held in strict confidence and your identity will remain anonymous and will not 
be associated with the data. Before you decide whether or not to take part, it is important that you 
fully understand what the research is about and what we will be required of you. The following 
information should help you make an informed decision.  
This study has been approved by the Faculty of Education and Health Sciences Research Ethics 
Committee (EHSREC approval #). If you have any concerns about this study and wish to contact 
someone independent, you may contact the EHS Research Ethics Contact Point of the Education 
and Health Sciences Research Ethics Committee, Room E1003, University of Limerick, 





Dr. Ann MacPhail     Cassandra Iannucci 
Dept. of Physical Education and Sport Sciences  Dept. of Physical Education and Sport Sciences 
University of Limerick    University of Limerick 
Tel: +353 (0)61234155    Tel: +353(0)871408897 




Appendix C – Information Sheet for Chapter 2 
 
 
Volunteer Information Sheet 
Purpose of the study 
The purpose of this study is to investigate to what extent physical education teachers' career 
trajectories are influenced by occupational utility and working conditions. Through identifying the 
realities of school life that physical education teachers have negotiated throughout their careers 
and identifying the relationship between the impact of such realities, their occupational utility and 
their career trajectory, we can begin to identify a plausible relationship shaping the phenomenon.  
Research participants 
All participants will be interviewed individually about the realities of teaching physical education 
in a post primary school including the impact of any significant occurrences or changes which 
you believe to have affected your career pathway. This will include completing a graph 
identifying the level of impact critical incidents had on your career pathway. Once the interviews 
have been transcribed, you will be asked to read through the transcript of you interview to verify 
points of accuracy as well as any information you wish to remove from the transcript.  
Benefits of the study 
This study will highlight some important factors contributing to the career paths of physical 
education teachers and the relationship between occupational utility, working conditions and 
career trajectories. This study will have implications for physical education teacher education 
(PETE) educators as well as PETE programme development in providing valuable information on 
how to prepare pre-service physical education teachers to negotiate the micro-politics of teaching 
in schools, thus impacting attrition and retention levels. This study will also be of interest to 
stakeholders and decision makers within school systems to provide working conditions that 
support the retention of teachers. 
Risks of participation in the study 
There are no obvious risks associated with the study. Although you will be asked to reflect on 
their personal experiences, you will be under no obligation to reveal anything that you would 
prefer to remain private. All data collected will be coded and anonymous and will be used solely 
for the purpose of the study. Personal data will be destroyed after the study has been completed.  
 
Withdrawing from the study 
Participants will be free to withdraw from the study at any time without giving a reason or notice. 
This will be dealt with in an unhesitating and confidential manner.  
What happens to the information gathered? 
The information retrieved will be analyzed and handled in complete confidence. The researchers 
of the study will have exclusive access to the voice recordings. After the completion of the study, 
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information will be kept electronically on the principal investigator’s password protected 
computer.  
Who else is taking part? 
All participants are recruited from the University of Limerick, Physical Education programme 
2003 graduate cohort for whom data was collected on graduation, at the end of their first year 
teaching and the end of their sixth year teaching. 
What if something goes wrong? 
In the unlikely event that something goes wrong during the interview, the session will 
immediately stop and will not resume until both the researcher and the participant is comfortable 
to resume the session. Alternatively the session will cease all together.  
What happens at the end of the study? 
Following transcription, voice interviews will be erased from recorders. Transcriptions of 
interviews will be stored on the principal investigators password protected computer. 
What happens if I have more questions or do not understand something? 
If you have any questions or do not understand any aspect of the study we urge you to come 
forward to either of the researchers and discuss your questions with us. It is important that you 
feel completely at ease throughout the study.  
What happens if I change my mind during the study? 
Should you feel at any stage that you want to discontinue being a participant then you are free to 
stand and take no further part at any stage.  
 
Dr. Ann MacPhail     Cassandra Iannucci 
Dept. of Physical Education and Sport Sciences  Dept. of Physical Education and Sport Sciences 
University of Limerick    University of Limerick 
Tel: +353 (0)61234155    Tel: +353(0)871408897 
E-mail: Ann.MacPhail@ul.ie      Email: cassandra.iannucci@ul.ie  
 
 
This study has been approved by the Faculty of Education and Health Sciences Research Ethics 
Committee (EHSREC approval #). If you have any concerns about this study and wish to contact 
someone independent, you may contact the EHS Research Ethics Contact Point of the Education 
and Health Sciences Research Committee, Room E1003, University of Limerick, Limerick. Tel: 






Appendix D – Informed Consent Form for Chapter 2 
 
Title: The lives and careers of physical education teachers: Twelve years on from 
graduation 
Volunteer Informed Consent Form 
Before you decide to participate in the study, please read the statements below and if you are in 
agreement please sign the consent form.  
 
• I have read and understood the research information sheet.  
• I understand what the research is about and what it will be used for.  
• I consent to my data being used anonymously in the final research document. 
• I am fully aware of my role in the study and of any risks and benefits associated with the 
study. 
• I know that my participation is voluntary and that I can withdraw from the study at any 
stage without giving a reason.  
• I understand that my data will be treated as confidential.  
 
Having agreed to all of the above, I consent to my involvement in this research project.  
 
Name: (please print):  ______________________________________________ 
Signature:   _______________________________________________ 







Appendix E – Completing the Timeline Instructions Email to Participants 
 
 
Dear _______________,  
On the attached blank career timeline template plot any significant occurrences or 
changes that you believe to have affected your ability to negotiate your career pathway. 
That is, what have been the critical incidents throughout your teaching career that you 
consider in some way to have impacted your career pathway. Incidents may include 
events related to your professional life (for example, change in school, working with 
colleagues, leadership, whole school evaluation, student demographics) and / or personal 
life (for example, moving house, change in relationship / family status, injury). There 
may well be other incidents that do not fall into either category, please include these on 
your timeline (for example, moral, social, or ethical considerations).  
In the completed timeline please note that; 
• The x-axis represents time (years) from entry into teaching through your teaching 
career to either current time or when you left the teaching profession.  
• The y-axis denotes the level of impact that you believe each critical incident had 
on your career pathway. The axis runs from a positive impact to a negative 
impact. You are encouraged to plot each critical incident throughout your career 
in relation to the spectrum of impact denoted on the axis (for example maximum 
or minimal positive or negative impact).  
We have provided a completed timeline template to assist you in completing your own 
timeline. We as that you complete the timeline before we meet to allow the time we spend 
together to explore (1) the level of negotiation you believed you had in dealing with such 
incidents and (2) the impact that such incidents has at the time on your career and future 
career decisions. Both will allow us to ensure integrity and accuracy of the interpretation 
of your timeline and to better understand your career trajectory.  
 
Regards.  
Cassandra   
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Appendix G – Interview Protocol for Chapter 2 
 
Title: The lives and careers of physical education teachers: Twelve years on from 
graduation 
Interview Guide 
Part 1: Critical Incidents/Career Trajectory 
1. If you could take us through your timeline from left to right. 
 
a) What level of negotiation you believed you had in dealing with such incidents?  
  
b)  What impact did such incidents have at the time on your career and future career 
decisions? 
 
Part 2: Occupational Utility 
1. Reflecting back on your career to date, what incidents were you most prepared for by 
your physical education teacher education programme? 
 
2. What incidents did you feel your physical education teacher education programme least 
prepared you for? 
 
3. What would be your advice to physical education teacher education programmes 
interested in preparing prospective teachers to negotiate working conditions/realities of 
schools? 
 
4. In general, how well prepared for negotiating working conditions/realities of schools/day 
to day happenings, or not, were you? What sources, other than your physical education 






Appendix H – Participant Recruitment Email for Chapter 4 
 
Do you or have you taught post primary physical education and another subject(s) in 
Ireland? If yes, we would love to hear from you!  
Please take 15 minutes to complete the survey below. Your participation is of great 
value to this research and will be instrumental in our efforts to understand the realities of 
teaching physical education in Ireland. Results will inform teacher education programmes 
on how to best prepare prospective physical education teachers for negotiating the day-to-
day realities of teaching.  
 
https://www.surveymonkey.com/r/LHS8VPF 
The survey can be completed on any PC, laptop or handset. If the link does not open, 
please copy and paste it into a new tab.  
 
If you have any questions please do not hesitate to contact me, Cassandra Iannucci 
(Cassandra.iannucci@ul.ie) or my PhD supervisor Ann MacPhail (Ann.MacPhail@ul.ie) 
who both reside in the Department of Physical Education and Sport Sciences at the 





















My name is Cassandra Iannucci and I am a PhD student in Physical Education and Sport 
Sciences at the University of Limerick. I am interested in learning and exploring more 
about teachers’ experiences teaching physical education and another school subject and 
the extent to which they experience(d) role conflict.  
 
As part of the research, I am recruiting a panel of physical education teachers, teacher 
socialisation specialists, teacher educators, and measurement specialists to complete a 
survey face validity focus group interview (suspected to last no longer than 1 hour). 
Please let me know of your interest to be involved at this stage of the study. Once I have 
confirmation of your interest I will look to arrange mutually convenient times for the 
focus groups to take place.  
 
I would appreciate you contacting me by Friday 27 January 2017. 
 
If you have any questions about the study, please contact Prof Ann MacPhail 










Appendix K – Focus Group Interview Participant Information Sheet for Chapter 4 
 




The purpose of this questionnaire face validity focus group is to validate, at face value, 
the Teaching Physical Education and Another School Subject questionnaire.  
 
Your participation is of great value to this research and will be instrumental in our efforts 
to understand the realities of teaching physical education in Irish post-primary schools. 
Results will inform the development and dissemination of the Teaching Physical 
Education and Another School Subject questionnaire which will ultimately inform teacher 
education programmes on how to best prepare prospective physical education teachers for 
negotiating the day-to-day realities of teaching in a school. 
 
What will I have to do?  
Participants will be asked to participate in a one-hour focus group interview. During this 
interview you will be asked to discuss your opinions on your interpretations as well as the 
clarity and relevance of questions and answer selections included in the questionnaire.  
 
Confidentiality 
All information gathered in this project will remain completely anonymous and strictly 
confidential. Interviews will be identified using a code number and your name will not be 
recorded or used in any part of this project.  
 
Withdrawing from the project 
Participation in this project is completely voluntary. You have the right to withdraw from 
the project at any time without any penalty.  
 
If you have any questions please do not hesitate to contact me, Cassandra Iannucci 
(Cassandra.Iannucci@ul.ie) or my PhD supervisor Ann MacPhail (Ann.MacPhail@ul.ie) 
who both reside in the Physical Education and Sport Sciences department at the 
University of Limerick.  
 
This research project has been approved by the University of Limerick's Faculty of 









Appendix L – Focus Group Interview Informed Consent for Chapter 4 
 
 
Participant Consent Form 
 
Study title: The Lives and Career of Physical Education Teachers 
 
By signing below you are adhering to the following points and may participate in this study. 
 
• I have read and understood the participant information provided above. 
 
• I understand what the project is about, and what the results will be used for. 
 
• I am fully aware of all the procedures involving myself, and of any risks and benefits associated 
with the study. 
 
• I know that my participation is voluntary and that I can withdraw from the study at any stage 
without giving reason. 
 
 
Name: (please print):  ______________________________________________ 
Signature:   _______________________________________________ 






Appendix M – Focus Group Interview Protocol for Chapter 4 
 
1. Begin by allowing participants to read through/familiarise themselves with the 
whole questionnaire, please feel free to make any notes/comments or edits on the 
questionnaire as you go through.  
 
Stop and Restart recording 
2. We will now unpack each section in turn by discussing the  
o Clarity of questions? 
o  As stated in the introduction, the research project is trying to gain an 
understanding of teachers’ experiences teaching physical education and 
another subject concurrently. Do you feel that the questions are relevant?   
o interpretations, (PEAS Scale) 
o Are there any concepts missing etc.  
 






Appendix N – Teaching Physical Education and Another School Subject 




Teaching Physical Education And Another School Subject 
Welcome & Participant Information 
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The purpose of this questionnaire is to understand how Irish post-primary teachers feel 
about teaching physical education and another school subject at the same time. The 
questionnaire consists of five sections and will take around 10 minutes to complete. 
There are no right or wrong answers, and all answers are kept confidential. Please do not 
dwell on questions– if you are not sure, go with your initial reaction.  
Your participation is of great value to this research and will be instrumental in our efforts 
to understand the realities of teaching physical education in Irish post-primary schools. 
Results will inform teacher education programmes on how to best prepare prospective 
physical education teachers for negotiating the day-to-day realities of teaching in a 
school. 
If you have any questions please do not hesitate to contact me, Cassandra Iannucci 
(Cassandra.Iannucci@ul.ie) or my PhD supervisor Ann MacPhail (Ann.MacPhail@ul.ie) 
who both reside in the Physical Education and Sport Sciences department at the 
University of Limerick.  
This research project has been approved by the University of Limerick's Faculty of 
Education and 
Health Sciences Research Ethics Committee. Ethics approval code: 2015_05_27_EHS 
By ticking the 'agree' box below you are adhering to the following points and may 
participate in this study. 
• I have read and understood the participant information provided above. 
• I understand what the project is about, and what the results will be used for. 
• I am fully aware of all the procedures involving myself, and of any risks and 
benefits associatedwith the study. 
• I know that my participation is voluntary and that I can withdraw from the study at 







I agree and therefore give my consent to participate in this study 












* Please read each statement carefully and then select the statement that is most true for you. 
 I previously taught both physical education and another school subject(s) in the same academic year. 
 I am currently teaching both physical education and another school subject. 
 I have only ever taught my elective subject. 
 I have only ever taught physical education. 






Teaching Physical Education And Another School Subject 
Section 1: Demographics 
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Please indicate your responses to the questions below in the space provided. 
* What year did you graduate from your University of Limerick Physical Education Teacher Education 
programme? 
 
* Including the current academic year, how many years teaching experience do you have? 
 
* Of those years, how many did you teach physical education? 
 










Teaching Physical Education And Another School Subject 
Section 1: Demographics 
Please indicate your responses to the questions below in the space provided. 
* When teaching physical education and another subject concurrently, I was primarily in 
 Rural school(s) 
 Urban school(s) 
 A relatively even split between rural and urban schools 






I prefer not to answer 




Please indicate your ethnic or cultural background * 
White, Irish 
White, Irish Traveller 
Any other White background 
Black, Irish 
Black, African 
Any other Black background 
Asian, Irish 
Chinese 
Any other Asian background 
I prefer not to answer 






Teaching Physical Education And Another School Subject 
Section 2: Role Conflict 
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Please read each statement carefully and decide the extent to which you have felt this way about 
your job when teaching physical education and another subject at the same time. 
* Because of the amount of energy I spend teaching physical education, I often come to my other subject 
class(es) too tired to do some of the things that I would like to do. 
 somewhat neither agree nor 
 strongly disagree mostly disagree disagree disagree somewhat agree mostly agree strongly agree 
 
* Teaching physical education makes it difficult to be the kind of teacher I’d like to be in my other school 
subject. 
 somewhat neither agree nor 
 strongly disagree mostly disagree disagree disagree somewhat agree mostly agree strongly agree 
 
* Teaching physical education takes up time that I would spend involved in my role teaching my other 
school subject. 
 somewhat neither agree nor 
 strongly disagree mostly disagree disagree disagree somewhat agree mostly agree strongly agree 
 
* Because teaching physical education is demanding, at times I am irritable while teaching my other school 
subject. 
 somewhat neither agree nor 










Teaching Physical Education And Another School Subject 
Section 3: Personal Accomplishment 
Please read each statement carefully and decide if you ever feel this way about your you have never 
had this feeling, select the never in the space provided. If you have had this feeling, indicate how 
often you feel it by selecting the statement that best describes how frequently you feel that way. 
* I can easily understand how my students feel about things. 
 a few times per a few times per 
 never year once a month month 
 










* I deal very effectively with the problems of my students. 
 a few times per a few times per 
 never year once a month month 
 
once a week 
 






* I feel I’m positively influencing other people’s lives through my 
w 
 a few times per a few times per 
 never year once a month month 
 
ork. once a 
week 
 








* I feel very energetic. 
a few times per 
 never year 
 
* I can easily create a relaxed 
atm 
once a month 
 
osphere with  




once a week 
 






 a few times per a few times per 
 never year once a month month 
 
once a week 
 







* I feel exhilarated after working closely with my students. 
 a few times per a few times per 
 never year once a month month 
 
once a week 
 






* I have accomplished many worthwhile things in this job. 
 a few times per a few times per 
 never year once a month month 
 
once a week 
 








* In my work, I deal with emotional problems very calmly. 
 a few times per a few times per 
 never year once a month month 
 
once a week 
 











Teaching Physical Education And Another School Subject 
Section 4: Role Stressors 
Please read each statement carefully and decide the extent to which you have felt this way about 
your entire job. 
* I feel certain about how much authority I have. 
 somewhat neither agree nor 








* I know that I have divided my time properly. 
somewhat 
 strongly disagree mostly disagree disagree 
 










* I know what my responsibilities are. 
somewhat 
 strongly disagree mostly disagree disagree 
 










* I know exactly what is expected of me. 
somewhat 
 strongly disagree mostly disagree disagree 
 










* I often work under incompatible policies and procedures. 
 somewhat neither agree nor 












* I often have to buck a rule or policy to carry out my work. 
 somewhat neither agree nor 





* I often receive incompatible requests from two or more people. 
 somewhat neither agree nor 





* There isn’t enough time during 
my 





 regular workday to do everything that is expected of me. 
neither agree nor 







* I am rushed doing my job. 
 somewhat neither agree nor 








Teaching Physical Education And Another School Subject 
Section 5: Resilience 
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For each item, please select the box that best indicates how much you agree with the 
following statements as they apply to you in general over the last month. If a particular 
situation has not occurred recently, answer according to how you think you would have felt. 
* I put in my best effort no matter what. 
 somewhat neither agree nor 




* I was not easily discouraged by 
fa 
















* I enjoyed the challenges. 















* I worked in order to attain my goals. 
somewhat 
 strongly disagree mostly disagree disagree 
 










* I had pride in my achievements. 
somewhat 
 strongly disagree mostly disagree disagree 
 













* Under pressure, I focused and thought 
clearly. 





neither agree nor 
disagree 







* I was able to adapt to change. 















* I would deal with whatever comes. 
somewhat 
 strongly disagree mostly disagree disagree 
 










* Past success gave me 
confidence 
 strongly disagree mostly disagree 
 

















* I knew where to turn for help. 
 somewhat neither agree nor 
















Would you be interested in receiving preliminary results from this survey? 
 Yes 
 No 
In order for the teaching profession to understand the nuances and realities of teaching two subjects in 




If you indicated Yes to any of the above, please note your email address and / or mobile number here 









Teaching Physical Education And Another School Subject 
Thank You! 
Thank you for the time taken to complete the questionnaire. If you have any further questions 
please do not hesitate to contact me at cassandra.iannucci@ul.ie or contact my PhD 





Appendix O – Teaching Physical Education and Another School Subject 




Please indicate your responses to the questions below in the space provided. 
 
 
Year of birth 
 
Gender 
  Male 
  Female 
  I prefer not to answer 
  Other (please specify) 
  
Please indicate your ethnic or cultural background 
 
  White, Irish 
  White, Irish Traveller 
  Any other White background 
  Black, Irish 
  Black, African 
  Any other Black background 
  Asian, Irish 
Section 1: Demographics 
Teaching Physical Education and Another School 
Subject 
Please read each statement carefully and then select the statement that is most true for you. 
 
  I previously taught both physical education and another school subject(s) in the same academic year. 
  I am currently teaching both physical education and another school subject. 
  I have only ever taught my elective/another subject(s). ➡ (Skip to Page 13) 
  I have only ever taught physical education. ➡ (Skip to Page 13) 




  Chinese 
  Any other Asian background 
  I prefer not to answer 
  Other, including mixed background (please specify) 
 
 
Please indicate your responses to the questions below in the space provided. 
 
Which institution did you graduate with your Physical Education Teacher Education degree from?  
 
  Dublin City University 
  University College Cork 
  University of Limerick 
  Other (please specify) 
 
What year did you graduate from your Physical Education Teacher Education programme? 
 
 
Including the current academic year, how many years teaching experience do you have? 
 
 
Of those years, how many did you teach physical education? 
 
 
During your teacher education programme, what was your elective/second subject? 
 
  Maths 
  Irish 
  Geography 
  History 
  English 
  Chemistry 
Section 2: School Context 
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  Social and Environmental Studies 
  Music 
  Biology 
  No elective/second subject 






How many students are enrolled in the school of your current/most recent teaching experience? 
 
  <500 
  501-1000 
  1001-1500 
  1501-2000 
  >2000 
 





What is the school gender of your current/most recent teaching experience? 
 
  All boys 
  All girls 
  Mixed 
 
* What is the school type of your current/most recent teaching experience? 
 
  Private/ fee paying 
Section 2: School Context continued 
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  Public (non-DEIS) 
  Public (DEIS) 
  Vocational 
  Technical 
 
Please read each statement carefully and then select the statement that is most true for you considering 
your current/most recent teaching experience. 
 
  Within the school, I identify primarily as a teacher of physical education. 
  Within the school, I identify primarily as a teacher of my other subject(s) 
  Within the school, I identify as both a teacher of physical education and my other subject(s) equally. 





Please rank the following in order of your priority within the school with 1 being your first priority, 2 your 
second and so on. Circle N/A if not applicable.  
 
 Physical education     N/A 
 
 My other subject(s)    N/A 
 
 Coaching / extra curricular responsibilities  N/A 
 
 Other      N/A 
 
 
In your current/most recent physical education teaching experience, how many classes per week do you 














Considering the same academic year as above, please select the statement that is most true for you. 
 
 I teach/taught an examinable subject(s) for the majority of my teaching allocation each week.   
 
I teach/taught a relatively even split between examinable and non-
examinable subjects (including physical education) each week. 
 
 
 I teach/taught non-examinable subjects (including physical education) for the majority of my teaching allocation each week.  










In your current/most recent teaching experience, which examinable subject(s) do/did you teach? Please select 
all that apply. 
 
 Accounting 
 Agricultural Economics 
 Agricultural Science 





 Classical Studies 
 Construction Studies 





 Home Economics 




 Language(s) i.e., French, German, Spanish, etc. 




 Physics and Chemistry 
 Politics and Society 
 Religious Education 
 Technology 






Do you teach exam year classes (i.e., year 3 & year 6) in the examinable subject(s) selected above? 
 
  No. 
  Yes, year 3 classes 
  Yes, year 6 classes 
  Yes, both year 3 and year 6 classes 
 
Please read each statement carefully and decide the extent to which you have felt 
this way about your job when teaching physical education and another subject 
concurrently. 
 
Because of the physical energy I spend teaching physical education, I often come to my other subject(s) 




The workload involved in teaching physical education makes it difficult to be the kind of teacher I’d like 




At times, my teaching timetable is scheduled in a way that makes it difficult to perform my other 






Section 3: Teaching physical education and another subject(s) 
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Because I am not held accountable for how I teach my other subject(s), I often spend more time focused on 





Because of the recognition I receive teaching physical education, at times, I am less motivated to teach 




Because of the location of my classroom(s) in relation to my physical education classes, I have minimal 
time to transition from teaching physical education to my other subject(s) classes. 
 
 





Section 3: Teaching physical education and another subject(s) continued 
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At times, my teaching timetable is scheduled in a way that makes it difficult to perform my physical 
education teaching duties (for example, setting up equipment). 
 
 
I am often preoccupied with an aspect from physical education while I am teaching my other subject(s). 
 
 
The workload involved in teaching my other subject(s) makes it difficult to be the kind of teacher I'd like 








On the same day, after teaching my other school subject(s), I go to my physical education classes more 
mentally fatigued than I would prefer. 
 
 
Because I am not held accountable for teaching physical education, I often spend more time preparing for 
my other subject(s). 
 
 









Because of the location of my physical education classes in relation to my classroom(s), I have minimal 




Please read each statement carefully and decide if you ever feel this way about 
your entire job. If you have never had this feeling, select the ‘never’ in the space 
provided. If you have had this feeling, indicate how often you feel it by selecting the 
statement that best describes how frequently you feel that way. 
 
I can easily understand how my students feel about things. 
 
 
I deal very effectively with the problems of my students.  
 
 




Section 4: Personal Accomplishment 
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I feel very energetic. 
 
 
I can easily create a relaxed atmosphere with my students. 
 
 





I have accomplished many worthwhile things in this job. 
 
 










Please read each statement carefully and decide the extent to which you have felt 
this way about your entire job. 
 
I feel certain about how much authority I have. 
 
 
I know that I have divided my time properly. 
 
 
I know what my responsibilities are. 
 
 
I know exactly what is expected of me. 
 
 
I often work under incompatible policies and procedures. 
 




I often have to change/break a rule or policy to carry out my work. 
 
 
I often receive incompatible requests from two or more people. 
 
 
There isn’t enough time during my regular workday to do everything that is expected of me. 
 
 
I am rushed doing my job. 
 
 
For each item, please select the box that best indicates how much you agree with 
the following statements as they apply to you in general over the last month. If a 
particular situation has not occurred recently, answer according to how you think 
you would have felt. 
 






Section 5: Role Stressors continued 
Section 6: Resilience 
8 
 









I worked in order to attain my goals. 
 
 








I was able to adapt to change. 
 
 









Past success gave me confidence for new challenges. 

















In order for the teaching profession to understand the nuances and realities of teaching two subjects in 








If you indicated Yes to any of the above, please note your email address and / or mobile number here to 










Thank you for the time taken to complete the questionnaire. If you have any further questions 










Dear Physical Education Teacher(s),  
You are invited participate in a project called “The lives and careers of physical education 
teachers”. The purpose of this questionnaire is to understand how Irish post primary teachers 
feel about teaching physical education and another subject(s) concurrently.   
Your participation is of great value to this research and will be instrumental in our efforts to 
understand the realities of teaching physical education in Ireland. Results will inform teacher 
education programmes on how to best prepare prospective physical education teachers for 
negotiating the day-to-day realities of teaching. Your participation is voluntary.  
• The questionnaire consists of six sections and will take around 15 minutes in total to 
complete. 
• There are no right or wrong answers, and all answers are kept confidential. 
• Please do not dwell on questions- if you are not sure, go with your initial reaction. 
Included in this letter is an informed consent form as well as a paper copy of the survey. In the 
event that there is more than one teacher in your school who are currently, or have previously, 
taught physical education and another subject(s) concurrently please make a copy for each 
teacher to complete. Upon completion, you may use the included pre-stamped and addressed 
envelope to return the signed informed consent form and completed survey to the research team. 
If you prefer to complete the survey electronically, you can do so by typing the following link 
into your web browser. http://www.surveymonkey.com/r/LHS8VPF 
If you have any questions please do not hesitate to contact me, Cassandra Iannucci 
(Cassandra.iannucci@ul.ie) or my PhD supervisor Ann MacPhail (Ann.MacPhail@ul.ie) who 





This research project has been approved by the University of Limerick’s Faculty of Education and Health 




Appendix Q – Informed Consent Form (Hardcopy) for Chapter 4 
 
 
INFORMED CONSENT FORM  
By signing below you are adhering to the following points and may participate in the 
study.  
• I have read and understood the participation information provided in the cover 
letter.  
• I understand what the project is about, and what the results will be used for.  
• I am fully aware of all the procedures involving myself, and of any risks and 
benefits associated with the study. 
• I know that my participation is voluntary and that I can withdraw from the study 
at any stage without giving reason.  
 
Signed:         Date:     
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